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The four authors of this book are professionals-concerned with both
spccial education and school mental health, as are the vast majority of
our special education coileagues. The purpose of this monograph is.to
sharpen attention to these concerns by focusing on. what has come to
be cattéd “affective education' as it applies.to special pupils.
Unfortunately, affective education is in a confused state, There aga a
nunfber of general terms applied to the movement including
humanistic education, prifary prevention, behavioral science educa-
tioh. mental health education, and konfluent education, among others.
There are also many different conkepts 6f how one approaches teach-

‘ing the afféc(.‘sy some, it is seen ap'everything that transpires in school

and by others as organized prg8rems for elementary or secondary
school with'e".tensive curricula as a subject matter area. There are also

" concerns, miny of which will be included in the following pages, that

come unde . specific terms such as moral education, teaching self con-
trol, sensiuvity training, and self concept enhancement. It is no wonder
the field has been called chaotic and unorganized, where everything is
included and where some opportunistic publishers have created
gadgets or made haphazard lists of “activities" for teachers to try 10
minutes each day. The fact is that there is little reasonable theorv about
the nature and purpose of affective education, few well designed

- evaluative studies. and a lack of coherent, organized guides to the

many facets of the field. o - . ,
Of course this book will not cure all of these ills. Nor can everything

of possible relevance be included. The intent is far more limited: to"
" provide a practical, guide to the field with -specific materials for

teachers to use, but lo embed the practical in an organizational ‘pattern
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that will provide integration and a conceptual base. Because we.'are
teachers, we want-to give specific and concrete examples. Because we
aroprofessional teachers, we want the specifics to reston an'unders-
tanding of the psychological import, -~

For too long teachers Have been expected to accomplish the ex-
peeted cognitive and affective goals®in the classroom by th¢mselyes.
Particularly, much of the enrichment that is expected in order to ac-
complish affective goals depends on augmentation of the resouroes
within the classroom. There are only a few teachers with paid aides,

~and then®ften only for_periodic assistance. There aré two levels of
augmenting assistance needed to facilitate affective education. One is
consultation and coteaching with méntal health specialists, There are
.times when discussions will clarify the emotional conditions that need
to be considered. Especially in group work, shared leadership is very
important. But there are also other ways to expand the teacher’s input
.. through volunteers. Older' peers, college students and; parent/
_grandparent helpers can often provide theadded personal relation-
ships that humanize. the pupil's experienceValett (1972) has illustr-
ated specifically how the school psychologist can give such participat-
ing assistance, as one example. _ :

As we shall sce. affective education for any class s a mix of ig-
dividual teaching style. the capacities and needs of a tiven group of
puptls. and the particular methods employed. There is no simple way
to indicate the ingredients of an affective’ program. This seems to
bother some who like to have a rigid format for teachers to follow—
one that is so cut and dried that it removes the need for any judgment.
In our view this is an insult to the profession and teachers know better.
The decision of what given tactics 1o use and how to use them is al-
ways a matter for the teacher to decide. Sometimes, when fher:isa .,
difficult decision, this is done with “consultation” from the literature,
colleagues. or related disciplines. The teacher must be familiar with
the Options and be able 1o sclect those appropriate té a condition. This
monograph could He considered a book of options. A wide range of
possibilities are offered from complete programs to a specific
mcthodology. Only the teacher ‘will have the educational and psy-
chological acumen to decide what process to employ in a given setting.
‘This is what teaching is all about. , )
“ Special education teachers have yet afiother function beyond that of
the regular teacher in the use of affective education. In addition to the-
knowledge of the normal development of nature of: children, they
include their understanding of the variaase of their special children in
their planning. Many adjustments have to bé made in typical affective
education experiences btcause of the particular nature and needs of
special pupils, In this we acknowledge the dual nature of the task.
First, special vhildren and youth are nonspecial children in their basic
human needs. Regardless of categories, they are individuals each with

~a unigue gonstellation of characteristics. They are children growing
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up. Second. being special education childre

- and have very pirtitular needs. too. While
to stereotype anyone or any group, special

- - . t

n. they are at higher risk
it would be a ggave mistake
teachers will addpt their use’

< of affective curricula to such conditions as deve
ing modes,
tunately. the literature provides limited guidance

lopmental lags, learn-

emotional volition, *and sensory impairments, Unfor-

for such adaptation

though we: have included what could be

located. However, we-do not

“ see this as 4 serious limitation, for again the hope of special education
lies in the skill and concern af the teacher. When it comes fo affective
lifee. mentally hundicapped and blind individuals, to take two exam-
ples. illustrate the gamut from success to tragedy. Some have learned °
to cope adequately and have successful and satisfying lives as children

v and adults, Others are in despair and depression. Since specigl pupils
, are at high risk they need more help from schools both in cognitive and
_ affective areas. But the task is not insurinountable.“We just have to
« work harder to,accomplish the gnals. Asthe sayimg goes, in special .

* educatibn, no one promised a rose garden. The teachers are up to the
task,. o s ' .t _

“There is one caution that is most important. We know schools and
teachers have a great iimpact on the child's affective life. But education
does not stand alone. If school ils-\an' oasis in an environment that is

’ otherwise a dusi(:r!. there is a limit to what can be done with affective

" education. It is a community emerprise, a matter ‘of apportunity, at.
titudes. and resources. There is no excuse for not doing all we can in
schools but we must be aware of the impact of the total living ex-
perience for corpplete success. This means working with families and
tommunity agencies. It alse evokes the need to becorae an advocate for

-, fair treatment of spetial persons under the law and iir the budgets.

Special teachers concerned with affective education will work on |

man’y fronts. ! .

A final word peeds to be said on the use of these materials. There

~are some of u§ who have the ego strength to go it alone. After all, we

are kings and gueens of our classroom castles. Most of us do better-
with ‘peor support. Not only do" we clarify our concepts but we share

\Y)
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creativity in applications. Even more
~have’a support group in our effort t

importany, we are hot alone. We
) improve our practice. For this

reason, we suggest the material here and in the e

xtended references as

the busis for school study groups or professional seminars. This inser-

vice apfroach is of course germane for both spesial and mainstreamed *

teachers. And change efforts tend to atrophy when there is no concert
" o effort., N o,

.
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1 'Aﬁeéguvé Education and the
Speclcl b ducatlon Teocher A

«. .
. The thesis of this beok is. simple. The mental health of children and
youth is a primary concern of every teacher: planmng for pupils’ socio-
,  emotional well being deserves equal status to that 3|ven cognitive and
« physical development. Regpgnizing hazards of growing up, “spé€ial” in
this society, the mental health obligations of special education are even
', more crucial. It is not a question of the affective domam versus the
. cognitive or motor domain. The goal is affective, oognm\/e and motor °
learning in the proper bal¥nce, dictated by the needs of individual hand- .
icapped pupils. Because many handicapped children have difficulty . |
ot with their cognitive learning and erhools are traditionally the place for
.. -~ teaching the three R's, the affective sector has often been neglected or
e left to haphazard tfforts. -
, Tnme was whbn school mental health was consldered a process
¢ apart’ from traditional gducational experience. Specialists such as
L . school social workers, school psychologists, and guidance workers
~ brought clinicl, techmques into- the school, and " children with
~ dilficulties were sent to the experts for repair, Of course the supply of
~ assistance was limited and hundicapped children usually got less than
" the average assnshnce even though they needed more than the typicaf
pupil. .
Because of the oomplicanons of growing up in our present society,
we need these specialized personnel services more than ever for those
. children and youth with sericus dlfh(‘glhes ‘At the same time, there
has been a significant shift in the mental health movement from
\" restoration 1o prevention. Toddy-both channels are considered essen-
& tial; prophylaxis has achieved an importance equal to remediation.
“The thesis is, we can prevent much persondl and social “distress
through affective educational cffort, a ‘more effechve way to enhance




mental health than traditional clinical approaches that are invoked
after the fact of serious breakdown.

But why is thi task-for the special education teacher rather than
mental health specialists? Therggre reasons in addition to the fact that,
there is a severe shortage of those specialists, One is.that prevention is' .
best done in natural settings such as schggls, homes, and the com- 2
_munity. By rearranging part of what goes on and adding.some new
components, the schiol can be the keystone for prevention through the
application of affective education; Another, reason for teacher involve-
ment is that schools are alfeady influending the® affective growth of
pupils. For good or l” the pupil's school experience has a great deal of
influence on how the child feels about his-or her self and social rela-
nunshlps Schools can be designed to be good teaching p]aws for posi-
tive affective growth. Finally, whén we think”of our handicapped
children and adolescents, we know the severity of their struggles apd ,
how crucial the education experience has become for both their cur- - "
rent and future welfare, Special educators are working with a par-
ticularly vulnerable population, Thus, the current gffective education
movement is of particular interest to special education teachers. There ®
are frequent referénces‘to affecve goals in the IEP's. Often the modus
operandi for uchivving these affective goals is.ambiguoas. We.nded to

" know how to improve the self concept and self control which ‘are two-
Lommon examples of affective goal statements. The recent rapid in-
crease in attention 4o affpective education’ has brought exciting new .
possibilities but also considgrable ill advnscd supérficiality, The pur- .

= pose of this book js 4o help'specidl educ dhon teachers understand the '
potentialsand |lm|ldll()n yof affective educdtion so that they ‘may-apply

the best m(-lhmlulogy or their various- groups.of special- children.

Affective education j€ not an extra. It is an esscmtial component of -

s spec ial educ dlll)l‘d it is formulalcd uhder the mandate of Pubh(, Law
94 142, .oy 0 .
. / o o

THE NATURE OF AFF ECTIVE EDUCATION‘ 5

.

There are vit rral terms usegd o designate a(,hOOI programs designed to -~
edhacate” the affective sphere, The most common s affective educa-
tion, which Ffiplics 4 contrast to the cognitivk and motor curricula,
Hdwever, we know that the three spheres do not function as discrete
entitics. ‘There are “feelings” of many kinds that. ‘accompany or arc ~
gvm-mu-(l as a child aoguires the cognitive skill of reading; the same
happens with a motor skill such as ice skating, To show how oompll-
cated it is, receal attention has been given to social cognition—how
% one thinks about social relationships—as one confponent of socializa-
tion. On the converse side, the motivational or affective aspects of a
- cognitive or motor learning experience have certainly boen prominent -
in teaching, While we néver forget the interlocking of the three
spheres, the major focus in affective education is on what we shall
later describe as the “affective components” of experience,

@
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Related Terms

Y
@echavioral science educatign is one term commonly used in the field.
"“Teaching children about th science of-human bekavior has an objec-
tive and clarion ring. One supposed advantage of this term is that one
can avoid contioversial matters such as values, since scientific infor-
mation-is implic . to be free of value bies and thus will not infringe on
individual rights, There is an added implication for schools because
behavioral scienee education fits in weil with how schools function;
we make concerns into curricular “subiects™ to study. Another term,
used in the introduction, is primary prevention, meaning the protection
and enhancement of mental health attributes. Here the goal is
strengthening the .chiid's ability ta cope cffectively with emotional
problems. ’ . o
Finally. the term humanistic educotion mraus many things to
various people. To some it conngtes a more Henign educational pro-
cess that rests upon certain uvur}iding vaic s—he kind of humane
trcatment that isthe birthright of every kuman oeing, especially the }
young and most limited. In"its extreme form, humanistic education 1
wainitaing that the child is always right and is the arbitrator of what
auul(huw education should take place. Nonetheiess, the humanistic
umpfl‘usis has dirccted us to a more even bhalance of the rights and
= peeds of children versus arbitrary adult imposition. Another facet of
&his humanistic position is in the particidar type of human being ex.
tolled. There are certain highly prized characteristics as the goal, This
has hrought out into the open the valves issue which will be addressed
subsequently, ~ , . I
“Thers are elements of cach of these definitions that blend into a
more universal understanding of affective educ ion, We shall extend
the concept of affective education to incorporate relevant elements that
will produces a well rounded understanding of the topic. Generally
speaking, affective education concerns-emotional development, As
such, it includes thereducational efforts related to attitudes, values, and
feelings” There are affective components related to the self (self con-
cept and selt esteem, for example), social components in relationship
to other human beings (empathy, justice, various social values, accept-
ance of special children), and to objects (love of literature or nature).
semehow all of these must be molded inte a coherent theory.

_Is Affective Education Really New?

Society continually asks education—whigh. eventuaily means
teachers—to assume new obligations, Most recently these expecta-
tions include teacher accountability. A teacher may well ask, "What
more are they expecting now? What more am | going w be accountable
for?” Reading the literature might give the impression that affective
education is a new area for schools. Nothing could. be further from
reality, as a reflection on gur own educational experiences proves, The




% fact is. all educational efforts embo ly some components of affective
education, though not always in ways that could be considered posic
tive. The 16,000 hours a pupil spends .n school are not devoid of emo- -
tional components—anything but, Vve sue too many case3 where the
affective consequences are devasung, Particular tedchers may spend
as much or more tine on discipline than cnything else—one part of
affective education. Teachers may become angry at times and explo.-

*sions are not unheard of—affective education. Teachers moralize and
punish—affective education again. For evil or for good, there is no’

. dirth ofeffdftt to influence feelings and behavior in the schools, Much r
W is positive. Sume teachers have worked on making learning fun
and self sutisfyi‘ng. They try to bring security and joy to children. They
work on pusitive self esteem for their special pupils. They are child ad-

, vocates. All of these represent affective education at work, So what is
new? .

Historically. schools have been involved irr affective education since

colonial times: the horn books of moral adages were thought to incul-
cite the values desired at the time, Some of the same issues s#ll haunt
us, such as “Respect thy father und mother.* Schools were supposed to
_juﬁﬁl’l'(:utu good citizenship and civic values. And take the matter of dis-
cipline which is sometimes the major investment of regular and
special teachers, Some teachers and even some schools spend more
time on trying to get allegiance to a social code than anything else. Self
discipline is an affective skill. We try to get our youngsters to cooper-
ate. respect the teacher, and be cordial to their paers, all of which is
more affective-learning, For seme time, we have been concerned about
children enjoying reading in hopes that they would read on their owr). We
want pupils to gain reasonable self eflcem, which appears, inthgd goal
statements of many school, systems. Thqse are abcep’led affective educa-
tional aims. ' /}
.- Again_ what is new in affective edacation besides the name? There
are several conditions that are different in the current highlighting of
affective education as a specific educational -obligation for regular and
special education. .

First, ay it society we are in an obvious crisis of personal and social
vitlues. The amount of aggression, delingquency, unhappiness, and self
defeating behavior has raised real questions concerning the ability of
the democratic society to maintain itself. When socicty has a crisis, the
schools inherit an obligation, Henee, there is a direct, overt concern
with affective education in termg of values clarification, self control,
moral education, and the like. In some cases this supplements home

Vv training and in others it does what does not get done in the home. The
goal is laudable and should be pursued, but with a recognition of the
himitations in scifbol efforts without broad communitysand horhe sup-
port, ' a : . v

Sccond, the recent ctltural revolution has sensitized us to new
vitlues. some of which are in opposition to the older assumed norms.
Getting ahead is no longer all that counts, Life satisfaction competes

Q ' : 4




+* with socioeconomic upward mobility. Out of this current conflict of
values has ome a great deal of introspeciion—both personal and
social. This is reflected in certain specific curricula such as values
clarification.”Furthermore, it is evident that these matters will not be
settled by authoritative dicta. To illustrate, think of the matters con-
tingent upon one’s education about sexual behavior. Children and
youth need to examine our cultural diversity and work out théir own
set of values. The end of the presumed monolithic value system makes
affective education processes mandatory. Another aspect that is made
more overt in the carrent cultural ethos is the attention to life satisfac-
tion and the positive aspects of experience. To put it succinctly, we are
engaged in joy in life, Play, having fun, and creative experience con-
stitute an enhancing element in the mental health movement, There,
self actualization is the goal, albeit with an awareness of social obliga-
tion. Thus, we add to the ofd concepts of mental health that
emphgsized getting rid of neurotic and self_defeating behavior, *the
pusili&: growth side as well. This broadens the scope of mental health
from rehabilitation, to prevention, and, finally, to enhancement,

/ Another reason for the current attention to affective education in the
* schools is the fact that increasing numbers of children and youth live
in “risk” families and communities where sccurity and socialization
do not take place, or are, at best, only minimally present. Divorce
statistics, fumily strife, child neglect and abuse, along with poor
parenting take a toll. Families of special children are known to be, on
the average. more susceptible to problems. Such conditions put a very
high ptemium on affedive education. How can the school replace the
essential psychological ingredients that are missing in a poor home
life? Can it do so? We see at once that affective education is far more
comple « than a set of lessons in self control. Some of the aspirations
mav be beyond realization, Yet, teachers can become the critical
stabilizing force in many pupils' lives, It will be necessary'to examine
how teachers can serve as figures for identification. The way young
children confuse mama and teachers, sométimes calling the teacher
"mama’, tells us that there is a powerful latent process here that we
must include ir our study, namely modeling and identification. Those
who work with adolescents have recognized that these students often
transfer their contest with their parents to their teachers, which is
another example of the role teachers play. In short, teachers are child

“upbringers, the professional agents of society in this regard,

As indicated, there have always been affective education efforts in
the school, but the overall effort has been neither-systematic nor al-
wiys psychologically relevant, An example is in the application of dis-
cipline. As we examine what is done in schools abou! discipline, can
we assume these actual practices are really designed to facilitate the
pupils’ social learning? Or is it just to maintain a semblance of control?
Much is ad hoc, or even taken for granted. Changing attitudes is more
difficult than teaching arithmetic and certainly cannot be left to
haphazard efforts. Affective education aims to change all of this. It is

\‘l‘ 5 " v
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now held that, using the most astute, psychglogically appropriate’
methods systematically over the school year -#pe school can signifi- -
cantly assist in the affective growth of children and youth, This means
that decisions “about the substance and methods of affective education
are critical, To fill the curricular void in this area, a rash of materials
and techniques have been devised, In fact, we stand to be inumdated o
by a flood of gimmicks and quickic procedures that must be separated © .
frum well thought out techniques, We will need 40 be aware of*these
~ “helps to teachers™ but we must also have a basis for evaluating the
particular materials. '
It is cevident that aftective education represents a new effort and we”
serious obligation, Like it or not, in one way or anothér teachers are
. now responsible for the emotional growth of their pupils as well as the
3 cognitive and niotor-spheres, In the next section, the particular role
this plays in special education is examined.

AFFECTIVF EDUCATION IN SPECIAL EDUCATION’

What has heen described up to this point is the right all childr(:nx‘\ this

society have to more systematic assistance with their affective gdawth,

Of course, this includes special children, and special children are even

more in need of this assistunce than others, It is casy to see why this is

80, ' - ‘

" Because they are at high risk. 'spm:ial pupils are prone to affective
difficultics. When we talk of the socially-emotionally impaired, the -+ .

very label indicates an affectgve disorder as either the core or as a ma-

i jor part of the difficulty, Howdgr, all special areas are included in the
high rigk category. It has not been rrally recognized that affective |
disabifity (poor self concept, low sclf esteem, adjustment probl-ms,
antl e like) constitutes the common denominator for most special »
.¢children. To find an “all adequate” child who is also a special pupil is
not the typical condition. Relatively few adolescents have mastered the
itapact of their disability and come out unscathed, This is, then, the

core of our study. ' : . .

‘The affective life of all children and youth is of concern to the educa-
tional establishment. The special difficulty of growing up while being
considered different puts our pupils at particulyr risk. In a culture that
presents problems for even the - mal, special pupils need particular ¢
assistance. Not only do they have everyday problems, but they are in
double jeopardy. whether mainstreamed or set apart, Of course,
special education teachers have knuwtt:byis all along. The question,js,

are we doing all we can to help our ch\lfypn and youth? We will chart
the way for teachers who want to do alfthat is possible, *

\

2 \‘ »
What Are the Goals of Affective Education?

There aré those that see affective education as going far beyond values
clarification exerdises that are designed to examine our beliefs, though
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this is a part of n all. We may nc(-d to develop new and more appropri-
ate values essential to a democratic society.

Several have spoken out on this issuo. Kagan (19/3) indicated- that the
schools have an obhgatu)n to téach cooperati ive attitudes, empathy, “and
social concern, He stated that schools should serve the needs of our
society today. “We need to restore faith, honesty, humanity." To do this
the school’must focus on these matters. Kagan suggested that a pupil be
graded on humanism, that is to say how kind and nuturant he or she is!

~ These are strong words on the role of affective education, While there is

no complete agreement on even these fundamental humdn affective
characteristics, parents, teachers, pupils, and educators do agree that
the democratic values are a legitimate concern of schools. In fact, most

school systems-already have in their code the aimn to cultwate such an °

.nff(-(,twv disposition,

“'I'yler (1974) put forth the basis for affec lwwoducatu)n He noted the
need to preserve the student's privacy—"how he feels is hic dwn busi-
ness.” For this reason, Tyler does not feel schools should teach or even
explore all affective areas. It is evident that individual rights and social
goals are u profound issuc in affective-education, and teachers must ar-
hitrate the rightful domain of ecach;

To Tyler, the appropriate affective arcas for schools to develop and
teach are lhu following: '

) ~

1. Interests: encouraging student interest in reading, writing, .m(l

other curricula,

ple, awareness, and the like.

\ LY
' 3. Appreciations: works of art, musie, dance, nature, etc., A
4. Vulues: the valyes outlined in the constitution. Here Tyler feels the

school can legitimately inculcate values such as justice; equal rights
regardless of race, sex, or socioeconomic status; the dignity of each

individual; the right to vote, of free speech, and other core values in

a democratic society.: ‘There is the right to pfoperty and person wiiii-

out fear. He cited concern for the well being and dignity of others by

treating others with respect, considering the consequences of our

behavior on others, guarding the safety and health of others, sup-
purlmg equal opportunity, being loyal to the country, and maintain: .

cthical standards in work, school, and social situations, Tyler went

furlh(.r in stating that une must support just law and rights of all in- ‘

dividuals and defend the righta and liberties of all individuals.

Tyler conducted a study of the basic values that are the democratic
heritage and cannot be left to chance, There may be others that are also
part of what our society needs to func tion: a tespect for the law, par-

titipation in the political process, involvement in some work endeavor,

and so on,
‘There are two problems with affective education as it relates to
these “external values™, First, we do not have universal agreement on

L 4

2. Attitudes: the objective attiiude of science, concerns for other peo-
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the total list or even the actual nature, of those directly rooted in the’
constitution. Second, while these may be the way things should look
upon graduation, what is their counterpart in preschool, elementary
school, and high school? The form and precursors of given behavior
certainly change with development. Some affective dispositions ac-
tually aw ait developmental readiness as well. But if one waits too long,
can one generate the value implied by justice? Or empathy? We do not
want surface conformity: we want imternalization of the value, When do
- we start? For special teachers, there is also the question of how these mat-
ters are different with special pupils, Tyler gave ug the direction but there
are many philosophical as well as pragmatic issues left, _
Most affective educators would couple the attitudinal and social
goals indicated by Tyler with another area more common to mental
health heritage. To the interpersunal goals of social relationship skills
would be added the intrapersonal goa's of dealing with one's self
esteem. We not only want competent social beings, we want our
chiklren and youth to have positive feelings about themselves, proac-
tive motivation that gets therfi involved in helping others, h})pe and
purpose, and to be at least relatively free of emotional distortions. We
would like them to be mentally healthy, an elusive term in itself, but
not without méaning. While it is not expected that cveryone will reach
the level of maturity of Maslow's (1970) self actualized persons, every-
one should *have the inner resources to cope with the social reality
around them. :

s difficult to imagine a satisfying life without a reasonable level of
sclf esteem, How one feels about oneself, one's place in life, and one's
prospects cannot be ignored. In fact, to most affective educators, the
“key.goal is to develop an adequate self concept (what one'is) and self
esteem (how one-feels about what one'is), ,

This brings us a model of the goals of affective education (see Figure 1).
For our purpose, the gouls can be depicted on three dimensi()ns:bersonal\;

»
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Adequate Self’
!\ T (3) ATTITUDINAL
DISPOSITION
(h)
' ) . (d)
THE | "~ Anti- ’ " Pro-
(2} SOCIAL I — val .
DIMENSION s0Cial | social +

‘ (a) )

Inadequate Self 1

(1) PERSONAL DIMENSION
Figure 1. Model of Affective Education
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social, and attitudinal. AN are necessary and, of course, are intertwined,
They are separated only te provide a conceptualization of the elements,

The purpose of affective education is to foster in each individual an .
adequate self concept combined with high self esteem, This is the per-
sonal dimension, Qualitatively, the goal is an-individual who can cope
with the developmental tasks of his or her age and who reflects a sus-
taining level of scif esteem. Further, the person should have certain at.
titudes, be reasonably happy for example. We would like to teach our
pupils to enjoy working fo their ability and to enjoy the arts as con-
sumers and producers. Witl special youngsters. it is necesséry to
resolve the conflict between what they can realistically do and what
they would like to do, This task is far more taxin 3 than it is with the
average child or adult. Special children must be taught to use what they
have and not be depressed or defensive about what they lack.

On the social axis, the affedtive goal is to maximize the prosocial po-
tential of the individual: The definitive work on prosocial behavior has
‘been done by Straub(1979) in two volumes that explain both the condi-
tions and personality attributes that form the basis of pusitive be-
havior. Much, but not all, delinquent behavior is a consequence of ar-
rested or deviant development on the social axis. This axis. is ob.
vigusly closely linked with the personal axis, for'the defensive, non-

pathic. nonsensitive individual is unlikely to meve far on the
prosocial axis through internal motivations, though behavior madifica.
tion may enable a degree of social conformity. Once given the readi-
- ness to relate to others, there is still the mafter of handling one's im-
pulses and learning how not to he antisocial, then moving toward the
more prosocial end follows. The expectations are made reasonable for
cach developmental level, Rights of others to common tuys is a start
toward the eventual rights of others to jobs. The sense of justice will
not be born as a mature concept, it evolves, - .
As we look at the link between the self und the social, it becomes
“clear’how difficult the task of affective education is for special educa:
tion teachers. The angry, failing, hopeless individual cannot be ex-
pected to move to social considerations until the personal considera-
tions have been met to some degree. The attitudinal dimension in.
Gludes elements_that are not directly required to be either adequate or
social butto make life more complete and rich. Can one inaging gn ex- -
citing life without peak experiences? With no art, music, or dance?
One hopes to encourage certain aesthetic attitudes and appreciations,
A person could have high self esteeém and be social and yet be flat,
unexcited. ‘and unexciting, There is the quality dimension of affective
life, The emotional goals are not simple nor a matter of just “conquer-
ing” the so called negative affect, We hope to modulate anger and not
be dominated by fears or hate, But we do not expect these to be elimi-
nated. From the mental health point of view, they remain muted and
directed. For example, we would hope: the young adult would have an
“angry” reaction to injustice, as Maslow (1970) describes in his self ac-
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tualized persons, The function of legmmate fear related to self protec- .
tion in certain circumstances cannot be ignored.

On the converse side, the emotional expressions of sansfacuon and
love are essential. A special aspect of this, which children and youth
pick up from the culture, is instant fresdom, highs, and exciting sen-
sual experience through drugs. This is the link between affective
educdtmn and drug programs. The lac} of capacity to feel satisfaction
in human relationshipsand the desire for an easy way out leads to
drug induced affective states. The aftermath is tragedy. In some in-
stances, the whoie entry to affective education comes through this

“channel. The use of medication in special education is a sensitive

issue. We are’ not tryipg to end up with homogenized individuals
where the delight in living and sensory pleasures of play, the arts, and
nature are dormant. The mental health expectation is for positive emo-
tion engagement, along with self esteem and prosocial behaviot. To
care about things is a necessary human attribute, These characteristics
emerge so gradually in children that adults sumetimes fail to see them
coming and do not nurture the evolution. Patience is the byword in the
dimension of attitudinal dispositions. Expectations have to be adjusted
both for developmental delays and arrests. A teacher seldom knows
how much a child can respond without trying and some children go
much further than their categorization would suggest It may take a
longer span of time. ' "

As we examine the four quadrants in Figure 1, the intent of affective
education is indicated by the arrows. We want to move youngsters
further out on the axes that form quadrant (d). The most unfortunate
coridition: is the child who feels personally inadequate and without
positive self regard. in (a). Some youngsters are depressed, anxious,
and passive. They may actually be sensitive to others and behave in
socially approved ways (¢). Their unhappiness and' lack of hope
becomes evident-when we work closely with them This pattern is fre-
quently found in special education children, Th('y do not feel good
about themselves at all. Some cover up their sadness with a smiling
front, Others have what is called learned helplessness, believing they
never can succeed because of past failures. Adults sometimes en-
courage this by being overprotective and doing things forthe pupils in-
stead of teaching them to do all they can for themselves. The mildly
retarded child and learning disabled youngster may be living with a
perception of failure thm has nover been shured wnh_ another human -
being.

Itis more comrhon to have defensive reactions that are harder to live
with but are actually healthier since the pupil is still protesting his or
her dilemma. Thus. in the lower left quadrant, we find yoi:ngsters who
are antisocial on a defensive basis. They are so possessed by their own
failures that they strike out. Some have an underlying capacity to feel
tor others that is overlayed by iheir defenses, When these are allayed,
they show signs of feeling for others, otherwise, they bulldoze their
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way along to cover up this inadequacy. Some have been severely it
by. life. abused and punished when they failed. They may not have
lcarned to trust adults at all. Angry and frustrated, as well as fearful,

. they strike out., ) )

“There are other youngsters who may be found in this quadrant,
though some of them are in the quadrant above (b). They may feel
‘good about themselves but they are empty pn the social axis, which js
to say they are relatively devoid of feeling for others. Their essential
narcissism is a challenge to the best therapist, let alone teacher. Some
of these youngsters lack adequate socialization and. furthermore, are
concerned only about being stopped or caught iri their acts. They do
not have anxiety or guilt about this behavior,

-As we follow the course of development in each of the age level seg-
ments that comprise the second ‘section of this book, we are made
aware that adequate affective development at each age level has its

" own criteria for cach dimension. ' ‘
~ Quadrant (d) is the goal arca. While. as we stated. we do not always
agree on the affective goals. there is enough agreement to keep 4rs
busy. C : o

Our three dimensions become enmeshed in ahpf life. One does not

have social competency in the abstract; or self adequacy apart from"
' functioning roles. These basic characteristics permeate all of life,
There are several systems for charting the sectors of the stages—Piaget -
(1948) for the intellectual-moral component, Kohlberg (1968) for moral
development, Erikson (1963) for psychological tasks. 1t would be ’
beyond the scope of this bdok to integrate all of the auances of affec.
tive education. if thar ‘s indeed possible. The reader will find a
~description of the basic tasks and needs of .cach age depicted in the
following sections. The programs for affective education are designed
to help bring children in quadrant (d) in various specific ways. For
each age, preschool (Chapter 2). preadolescent (Chapter 3) and adoles-
cent (Chapter 4) the material is ‘divided into affective education
methods that attend to each of the three goals: self adequacy, social
competeney, and positive emotional expression. In some instances,
this is difficult because a given program or process is proposed for
more than one dimension. Often the age level will determine the rele-
vant approach, as in the case of the preschooler. Here it is difficult to.
imagine school programs being effective without a-concert of effort
with the home. Thus the arbitrary three dimensions of Figure 2 do not
always maintain their discrétenoss in the substantive chapters.
However, the teacher selects perticular materials. The conceptual
system of Figure: 2 provides guidance and clarifies the goals. The next
section explores certain complications of applying any given affective
education program in a classroom or school.

PROCESSES AND SETTINGS FOR AFFECTIVE EDUCATION

While the three goals g)f'elfftv(:tiV(r education can be stated as self ade-
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-FIGURE 2. Quadrant (d) Detailed .

quacy, social competency, and positive emotional expression, the

question is how a teacher can achieve these goals? WHat does a teacher

do. specifically? While curricula will be descri in subsequent

chapters; it would be a mistake o, think that these can be used

. automatically by introducing a unit or specnflc technique, The applica-

tion d('p(,nds on the teacher's awareness of certain basic issues and
theory regarding affective ecutation,

GENERAL PROCESSES OF AFFECTIVE EDUCATION

Essential as it is, affective education is an clusive and multifaceted
process, Whether the aim i self esteem or prosocial behavior, there is
simply no one set method, no clear linkage, no absolute course. While
, there are possible underlying factors, there is no single route to help-
ing preschoolers develop and become satisfactory preadolescents and
adolescents, and then grow into reasonable adults, Almost every tactic

turns out to be effectiveé with some children in sume situations but not
with all. It has been said that the only constant is the need for caring
“adults, but just caring without wise planning would not get us very fr,
'To meet certain educational objectives such as social problem solv:
ing, the teaching of x:)spm:ific target skill is in itself the goal, compara-
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"ble to learning a word or how to use a multiplication table in'the cogni-
el " tive realm. With:broader self concept and socializationt goals, the chan-
nels are much less dear. Such growth igachieved in many ways, and
, often :ndir(:ctly. To one child, at one point in life, learning to catch a
,ball enhances self esteem while to another this may not do much at all
2 to mitigate his or her sense of inadequacy. Some youth. being “outer
responsive,” are nutured by’ a teacher's praim:. Another pupil re-
sponds to peer recognition and a third “inner directed” youngster may
be virtuallyNmpervious to external input,until his or her self percep-
tions arce altdfed. “Eiere is no one way which resonates with all
youngsters. With children, in contrast to adults. there is an added fac-
toe. They arc “in process” with a high rate of ‘change and flux, facing
new challenges every day. Accomplishmentg that gave self substantia-
tion yesterday may not do so tomorrow, fdr it takes continuing new
successes ¥ feel you are growing. While a stable past self and the
proper level of social competency at any age are the Best prognoses for
the future, cach year is a new world that calls for different appropriate -
feedback. Affective education is a continuing process but a solid foun-
dation will reduce the need for remedial wosk. Of course. wo adults
evolve too—ar at least should—but “our rate of change and
vulnerability should be less.
Because of the complexity of learning new levels of self and social
behavior, we will review the generdl areas for affective education
~work as well as the us{,{l(mulugicnl prucc:‘i‘ses as a prelude to the next
chaptess. For the sgke of clarity, we will'look at educational efforts that
are focused on the milieu. on the teacher and on the child as if these ~

p)

were separate, ()hvii)us:ly.,thcy are not.

 The Miliew Focus for Affective Education

For every planned intgerventiup by effective education, there are
hundreds of unplanned ledsons taughtan the space of pupils’ livgs, We
sce milieu learning all around us. ¢ work in the classroom toward
accepting everyvne including the child who may be at the same time
rejected on the playground or snickered at in the high school
lunchroom, It is very diffieult for a ¢hild to accumulate adequate posi-
tive gelf feelings if the special education class is the only place he or
. she.is aceepted. In affective education for special pupils there are two
givens: we must help our pupils digest the input from their life space,
but at the same time we must put forth equal effort to cleanse the life
space of attitudinal and practiced prejudice. The process. of digestion
involves learning o cope with a reality that is not always what it
should be for the child. Learning how to respond to demeaning reac-
tions from others is an example of the special ego skills our pupils
need. The process of environmental change leads to affective
programs that are designed to change negative feed in from home,
ncighborhgod. school, or wherever. Of course. there are do sure cures,
but attention is given to conscious and unconscious negative parental
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or sibling input. The evidence is all too clear that special children are

-subject o higher than average rejection, Many tactics from- family

therapy are used; parent education, parent associations, and the coun.
seling teachers do are designed to alleviate the negative stress points -
once we have discovered where these are for given voungsters,

- Surveys of pupil and teacher attitudes may reveal information that

“calls for corrective programs in the school itse)f. Being called a

“retard” or a crazy” happens too often. especially in the
mainstreamed school. Subtlé reactions are more common, Segregated
classroems are especially susceptible to harsh interpersonal vindic-
tives from outside. There must be ditpet effort to diffuse the negative
reactions. Sometimes there are rules or exclusions of special children
that have no basis in functional reality. So it may be that the affective
educational effort has to be addressed to the total system even when
dur goal is to help a particular youngster develop higher self esteem.
But it goes further. Our pupils not only need’ equal treatment, but,
because of their handicaps, they need unequal opportunity to use the
resources of the educational milicu—academic experiences, extracur-
ricular activities, and nonacademic courses. Some can only survive'if
they have more shop or more art than the normal pupil. The fact is they
usually get less, if any. The special teacher often becomes an advocate
for handicapped pupils in the total milieu, ' .
The neighborhood peer culture may be one source of discrimina-
tion. When youngsters need a-play group or social “activities they
should not be excluded becpuse of a label. Social agencies and church
groups ard the best places to star} opening up jhe vast array of ex-
periences youngsters need to grow affectively” Monitoring and con-
sultation are necessary to ensure that the climate of community ac-
tivities is actually ‘what is prescribed. What the milicu Aapproach im-

- plies is that not everything can be done by ‘a teacher within a giveh

classroom. There are school conditions that create oyverall school cli-
mates (Morse, 1975). There should be freedom from fear of authorities
and peers. More than that, all children and youth should participate in
and be expected to help formulate the codes of living. It is a joint
teacher-pupil sharing of responsibilities and goals. The sense of rela-
tionship dominates authoritarianism. Every social orgahism has a con-
stitation, the rules of living together (Sarason, 1971). The formulation
should be a joint énterprise done at the level where the pupils can
become involved from the simplest “rules” for the little ones to com-
plex plans for adolescents. This is the laboratory of social learning |
where affective conditions are put to the acid test. What the child
learns will be what the milicu teaches. :
Affective education has sometimes been considered an “'extra’ .in
education. The impottant thing for schools’is Gognitive achievement,
the three R's if you will, No one would propose an adversary condition
of cognitive versus affective education. We need graduates with tReir
maximum competencies in both, On the other hand, affective educa-
tion should not be second to cognitive experiences provided by the

¢
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“sghool. For a Jong time wu‘asstcd that thg home alone could ac-
complish the three major affective goals. The methods used were often
indirect’and sometimes primitive but we did not question the direc-
tion. Such common a;grm:mcnl on affective goals is nu longer present

.. In place of hegemony we have heterogeneity. In place of the home, we
are confronted by a myriad of valugs “teachers —the television, ~

emoviesAprinted materials, and charjs matic folk heroes, In this confu.
sion, the need to select and reinforce the affective states that are neves-
sary for reasonable individual and group behavior is too evident to
need argument. We: see the effects of deficiency all around us, -

This does not-mean that an affective education program or course
. can substitute for a total societal socialization process, especially the .
home. What it does mean s that conscious! deliberate efforts must
replace the haphazard and caseal approaches in the school climate, -
We have twa tasks: firét, to supplement and reinforce the Iéarning that
ifglk(:s place at home by transferring those vaiuos to the school group
setting. The secund task-is to provide a compensatory social {earning
_ ®luation for youngsters who have missed out on the initial learning at
) home. While schools’cannqt do it all, or alone, there is so much of the
s + pupil's lifs hound up in schooling and so many channels available, that
we can do @ great deal. Szhools can make the difference in adequate .
affective growth for many spegial cHildren if we are willing to ex-
amine the poteatials and dgvote the time it will take. In a demoeratic
a socicty there is no altegnative: What this implies for affective educa-

- tion is that a first tusk or parallel task to other foci is attention to'im-

proving the schoo} life of the pupil. Until we have cleansed our own

- milicu. we have not met the first criterion of programing. If we in.

tend special (:hi!dwn. to become regular participating members of

adult shciety, ),vv hegin by using the school milicu '

-

The Relationship Bem;;:en Affective Education andnl'\dainslruming .

. ‘ For the most part, mainstreasning literature has concentrated on the in- ’
dividualization of the regular curriculum to fit the added variance of
specift students as well ag adding new methodology to fit the needs of
special children, However, there is an tqually important- part of

mainstreaming that is related to affective education. This has to do not
only with the three major affective educational goals for individual
handicapped papils. 1t has to do with the climate of teacher and peer ¢
acceptance needed for the mainstreamed chidd, How supportive'is the
teacher? How supportive is the peer culture? Without these two con.-.
siderations, mainstreaming will never be suceessful,

What this means in practical terms is that teacher sensitivity -and
posilive peer reactions are"a part of aifedive education for special
- cducation, ‘The technigues indicated i this hook have « double signifi-

. . canee, The first is enbgncement of the affective development of all

peers including the special pupils, The sesond is o deal with teacher
, attitudes and general pupil attitudes that are specific to the welfare and

.
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emotional survival of special pupils. An example of dealing with this
matter for the blind was described by Wright.(1974). Negative emo-
tional factors are indicated along with methods for |mprovmg at-

" titudes. The importance of integrating affective and cognitive

mamstreammg strategles is obvnous

" Pupll l?oculd Aﬁoctlw Education .

Mo? affective education is directed explicttly to the pupils—efforts to
. chatige their views'of themselves or their social behavior. While in-
dividual and group therapy' processes can alter the child's self and
‘other perceptions, they are only one mode of changing behavior. Pupnl
focusegd programs take many forms. Some of thése have a cognitive
bhse, where students learn to solye social problems or "learn" self ,
control. Training in social cognitior—accurate perception of social
cwnditions—is an element found in many programs. Other designs’
< employ behavior modification with contingencies for proper social
' .- performance. Some of those "borrowed" from regular education will
‘ - work just as well m certain special education settings, and others will
) nbt The second sechon of this book descnbes ‘programs that are pupil
o .otleffied. % o

v

The sxuml'c-lnmig'nmmm

Anu’ther asped ot attective educahon is how much it grows naturally
" out of what is going ofi in the educational lfe space versus how much
it is added as a special function. Jones (1968) discussed the exploitation
of concomitant affective components related to the cognitive learning
v experience thal goes on in classrooms. For example, school activities
’ : often create feelings of failure, sahsfachom or anger, and-gocial con-
" flict may occur. Therz are crises that can be used for sotial learning. _

Jones described how such social learning can deepen intrinsic. affec-
tive growth. Most programs to be.reviewed are extrmsic or added on.
They consist of a new and special curriculum. These packaged designs
- tange frem dealing with broad gozls to highly specific content. Intrin.
sic affective.education involves using the materials that the curriculum
already has and the generic eprrlences from the classrpom for thelr

affective loadings. -, '

There are things that please or upset pupils in the content of the cur-
riculum, the methods employed. or the way children interact, The
emotional content may prevent the cognitive intent, as i the case Jones
reported where seeing the Eskimos kill a sgal was yery upsetting to the
children. Time had to be taken to talk through this * ‘unintended" part
of the lesson. Sexist concepts abound in curricula. Frustrations and ex-
g . Citements occur. These are brought out and means of ‘dealing with
‘. them are incorporated in the school work. Pupils bring in life and
" death episodes from outside, draw their concerns in their artwork,
write them in compositions, and reflect on the cultural values of lasf
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evening's television heroes. These are not to be ignored or repressed
but used for affective growth, Many teachers do this to some extent
already, T y .

The. contrast beiween the extrinsic and intrinsic approaches is
alrearlly evident in some schools. On the one hand, values clarification
18 used as a predesigned exercise, At the same time, certain value con-
flicts that surface in the group are ignored. Teachers have been known
to berate childrzn to get them to be quiet for "circle time" todo a ,j)lan-
ned affective exercise! This. is a "teach hero—tear down there" ap.
proach. The covert lessons must parallel the overt efforts. Affective
education is a frame of reference. One starts by using natural oppor-

. tunities and extends this by using particularly relevant ‘materials as

needed. The natural events and the special events g0 in tandem.

How Does Affe:tive Education Relate to Special Edugation? b

A

Some cautions are in order in applying affective education to special '
education. There are three main conditions to remember, First, the fact
that a youngster has a handicap in no way determines that he or she
willbe deficient in social and personal development. When parents
have been adequate and thoughtful, handicapped children may have
as much secyrity and sucial consciousness as “normal” youngsters. -
We have all seen such beautiful children regardless of their special
condition, .

While we must not generalize about special children any more tham
we should ubout typival children, oné thing we do know is that they
are at higher risk for affective development. They have more to con-
quer to feel secure! Parents often have a more difficult time meeting
their needs. And. even if they come to school with a good start, there
are risks again. The possible shock of the peer culture (special or
mainstream) and the lack of adult supportiveness can throw even the .
wellprepared. For those who did got have the extra help they needed
to build strength before coming to school, the task is building new cop-:
ing skills not just supporting those: al ready learned. As the youngster
grows. new awareness of his or her difference follows suit. The
preschooler may not reeognize all that is going on, but the preadoles-
cent or adolescent child is well aware of discrimination. Some special
pupils are even expected to lack socialization, which produces a self
fulfiling prophesy: Therefore, not only must teachers of special
children help their students in the regular processes related to self
worth and social competency but, because of the vulnerability, they
must build mei'e strength for these pupils. The work is never done, for
nur survival depends upon supportive affiliation with the age, chang-
“ing through the schoul years, For the child in a more or less isolated
special education environment, being different and apart takes its toll,
For the mainstreamed youngster, being different among “normals”
presents a - different set of problems, Either way, helping special
shiidren through affective educati n is o significant obligation.
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-While there are many sophisticated means to screen and assess
pupils” affective status, for most teachers this s not the problem,. .
However, the matter of not letting one’s own bias enter in is real, and
the goal for behavior s healthy diversity rather than narrow cofor-
mity. Those who live with the child in schoo! are usually only too
aware of the pupil's affective needs. Since they see these youngsters in
many situations—in groups, doing tasks, relating to authority, and on )
. theit own, teachers are well aware of problems (Morse, 1979). Because |
of the group nature of education, teachers see first those who act out
and create problems for themselves and others in classrooms. It is
equally important that attention be given to unhappy and depressed
children. who hule behind a facade of bravado. “Teachers especially
, need to be alerted to the withdrawn, defeated child, who is placid and
' may not cads problems though his or her future is at risk because of
low self esteem, '

! ITeacher Focus '

Becanse of the critical nature of the teacher's role in affective educa-
tion. detailed attention will be giv(;_p to this matter before examining
particalar cureicelum processes for children in subsequent chapters,
Much affective education is directed specifically. to teachers, '

As has been indicated, teachers always include some type of affec.
tive education in their work, often by happenstance and sometimes
producing consequences in reverse of the intent, Better the profession
should understand what it is al ready about. There are several subdivi-
sions of the topic: personal attributes, knowledge of the children we
teach, teacher “training” programs.and general orientation to the field.

. h ]
Personal and Professional Attributes

Dealing openly with affective education requires teacher self aware.
ness and a readiness to try a new experience (Washington, 1974). Not
all who rush into affective education are prepared. For most teachers,
this arca was never touched upon in their training. One's fears, hopes,
and frusteons are to be acknowledged, "as well as defenses and
methods of coping,

Recently attention has been given to the negative side of this in
studies of “teacher burnout™ or job stress. The fact is, all teaching has
become a more difficult enterprise and special teaching even more
difticult The added expectations—such us affective education—have
created greater demands, There are schools and neighborhoods where
actual fear of physical violenee is a factor, Mainstreaming has added
responsibilities and accountability has increased, Burnout is a particu-
e concern o special education, where individualized  education
programs ([IKP's) and pressure for aceoniplishments are most evident
atall tevels, Papers, forms, and meetings have taken precedence over
teaching in some cases. As one teachop Said, “"We are accused of cither
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neglecting or 'uhustng ¢ pupil. There is no trust. We are no longer
professionals.” Of course it is not this wity all the'time or in all places,
but job stress has increased. noticeably for all child rearing profes-
sionals—teachers and mental health workers alike. The result is zom. .
bi¢ teaching, depression, nogative defensiveness, blafming the
childrea, physical symptoms. luck of energy, and exira, days off, to
mention a few. A burned out teachor is in no position to deal with
affective education, ) ' .

The causes of burnoufan be traced to personal reactions (personal
stress on the job and/or in other life situations), job copditions (paper-
work, cadministrative procedures, lack of Tewards in money/
recognition, contagion from a group of disaffected peers), and from
societal input (depreciation of the teachers’ role, parental criticism,
decrease in resources, or even the world outlook where problems
mount, solutions escape us, and the future js srim). Some of us have
personal needs that are not 4 good match for the job demands we face,
Not all teachers should stay in the field. The solution to burnout
parallels the various problem sources. The range of procedures in-
cludes personal counseling, reactivating one's job conditions (change
of venue, grade. or practice), banding together to study what can be
done about4ob conditions., and studying, in historical perspective, the
social conditions that depress us, followed by participating in efforts to
alter what we feel is wrong. This is a huge topic, and the only point
here is to recognize that the state of the teacher's mental health is a cru-
cial factor in the business at hand.

Inthe past, there were more opportunitics and teachers were free to
change jobs or even g0 to other roles working with children: This is
less true today and the teacher turnover in, special education has
decreased. Befere becoming too pessimistic ahout hurnmrt, the con-
verse of burnout. which is high morale. should be recognized. There
are 30 year professionals who havo not lost their zest for teaching
special children, ‘They do not aspire to “cure™ all their pupils: they do
not blame themselves for conditions over which they have no control
(systems should he evaluated, not individual teachers): they seck out
help and consultation: they have skills in working with parents and ad-
ministrators; their lives are stablo and rewarding outside of their
professional work: they are advocaths for special education: they do
not “dump” their ternal problofms on their pupils or colleagues,
Atfective education directed to teachers in(:luvus seminars, discus-
sions, counseling, and therapy when the signs of burnout begin to ap-
pear,

Understanding the Students _—

ERIC

Aruitoxt provided by Eic:

Affective education cannot be offective education if we do notunder.
stand the nature of the children we teach, what Roes on in their feel-
ings, and the range of conditions thut are epresented in the childvren
who come 10 school. Teachers have heen better at assessing pupils’
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cognitive readiness than they have pupils' emotional readirfess. The -
corollary is, teachers have been given more help in teaching cognitive
curricula than the affective side. Thus, getling to the affective life of
- children means being able to empathize with them and to see the
world through their eyes. Morgan (1979) made it clear thatteacher em-
'pathy is the core skill that underlies special teaching. She showed how
empathy goes far beyord the verbal exchange and is reflected in how
the teacher manages instruction, organizes the school environment,
- responds to the feelings of the pupils,and is able to be calm, warmand
show affection. We all went through the age processes, but, frequently
we have lost the capacity to reactivate the pupil’s view in ourselves.
Child and adolescent psychology' often remains descriptive aud
theoretical when it comes to these matters. While we cannot do a great
deal about this in the present volume, we are alerted to this matter in
+ the following materigl where the tasks and ‘needs of each age are dis-
cussed as well as how these age phenomena relate to special children.
The preface of each chapter is the view from within which is intended
to sensitize the reader to the inner state of the child. For this reason,
each of the next three chapters opens with a remmder to get us in tune
with the lives of youngsters, -

Teucher Training ‘ o

While 'we can expect more attention to affective education in teacher
training programs in the future, because it is usually .omitted at pre-
sent, this training is loft for inservice programs. Much of this work is
done around workshops and conferences which do not present a
broad perspective. There even may be a specific product to seli. Some
of these, such as sensitivity training. aim to improve teacher interper-
sonal capacity. Others are designed to help with general management,
such as teacher effectiveness training (Gordan, 1974). Glasser's (1965,
1969) popular training weekends are designed to train teachers in
reality interviewing and group work, Some approaches “are quite
general. Gaylin (1979) has written a broad ranging book on the way we
can become aware of our feelings and the propriety of. public expres- -
sion. He describgd feelings as the instruments of rationality and not as
opposition, and &Mml literary examples to make the theoretical sections
come alive. Carkhuff (1973) dealt with all of the interpersonal skills,
teachers need and jncluded ways to assess one's own status. Rubin -
(1973) included both “facts and feelings" in his proposed classroom
. design, which would requiré a major revision of public school cur-
ruulum and philosophy. There are a series of catchy titles that also in-
\ troduce teachers to this area: Left Handed Teaching (Castillo, 1974),
The Qther Side of the Report Card (Chase, 1975), and Human Rela-
tions Development (Gazda, 1973). These books tend to emphasize a
humanistic point of view and contain specific methodologies, as - well
as philosophical orientation. Long, Morse, and Newman (1980) dis-
cussed extensively a mediating skill called Life Space Interviewing,
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which is designed for on the line workers such as'teachers who have to
"% deal with reality crises. .
Smith and Parks (1978) covered the pussibilities of art, music, dance,
drama, and creative writing in ‘affective educatioh, They pointed out
how “different” children can come to understand their feelings
thrbugh art expression, Drama provides for.imagination and emotional
expression; creative writing enables self objectification; and there are
cnsiderable rewards to body movement control, A rather elaborate
“research effortis underway to evaluate the impact of this arts in educa--
tion curriculum. While some of these approaches emphasize a specific
procedure, others are broad in their intent, - ' . C

1

General Professional Orientation

One approach to affective education relies on the expertise of the
teacher 3o that the choices of programs will be made on a more self -
selected basis, Teachers can be self taught by reading the more basic - .
and theoretical literature, There is ample’material that introQuces the P
v vista of affective education, T ‘ . , o
. Brown (1975), one of the outstanding leaders in the field, provided
an excellent introduction to the field, tracing it back to the taxonemy of
the affective domaiBy Krathwohl and Bloom in 1964. As Brown said,
. thgre have been picces but no concert of effort, and teacher education
has ignored this aspect. He warned againstspeing affective education
(or confluent education as he calls it) as cqmpeti'ng with or interfering _
with cognitive educaticn since we must combine'reason and emotion,
In his view, the teacher always plays a key role. It is worth noting that
affective aducation has recently been proposed as one of the arcas in a
- competency based special education training program,

Simpson (1976) was. particularly helpful in dealing with definitions
and historical antecedents. She has taken care to-cut through the-sham
of the io'd. Of particular interest are 10 examples of programs in ac-
tion and the few outstanding teacher training programs where one can
study, as well as an annotated bibliography of over 200 items. '

An example of relationships skills training can be found in Bullmer
(1975) whore the goal is to assfst a person‘in understanding other peo-

~ ple through the cultivation of Yhe empathic response. By pointing out
the ways we can become more accurate in making inferences about
another's behavior, the book takes the reader through a programed

‘ learning experience in improving interpersonal perceptions,

Miller (1976) - discussed the orientation to affective education
programs under four headings. The first is Developmental, which
fosters the sequence of human development, This requires recogniz-
ing where the pupil is on the growth continuum und then sclecting ac-
tivitics that will enhance ego and self development, Special children
are often out of phase with normal uxpectations in the sequence. At-

' tention is given to the resolutlon of crises, Such programs are general
and are what we might term mental hoalth approaches to child raising,
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~‘The activitics are planned to help children understand relevant gon-
“cepts and nurture the student through th stages. For special educa-
tion, ther application is to provide assistance for the stages a thild goes

- through toward maturation, o

~ "Morse and Ravlin (1979) puinted out that the complexities of current -
society present such an “array of beliefs, values and lifestyles™ to

+ Children that they need special help in sorting out the significant ele-
ments. Schools have  powerful role in this matter, Data are presented

" toshow support from parents, teachers, and pupils for affective educa-

“dion. The analysis of ‘programs shows that-some are teacher focused,
sote child focused. The school programs include such imtrinsic work
in curricula and specialized methodology. Jones (1968) showed how
most curricula already have emaotional components, which, one hopes,

e largely positive, He favored, using the natural ongoing school
‘material and. for once, not neglecting the positive exploitation of these
materials for learning. : ) ' '
- Teachers can learn specific skills; examples are using natural conse-
quences (Dveikurs & Grey, 1968) or, developing total curricula- (Wein-
stein & Fantini, 1970). Schmuck and Schmuck (1974) were particularly

" helpful on the nature of classroom climate and how to change condi-
tions. Their book contains specific observation sheets-and concrete tech- .
nigues designed to make the school a humanistic learning ervironment, ©

In examining the nature of programs in the following chapters, it -
will be evident that there are several other basic approaches to affec-
tive education, Many programs focus on self concept: these are based .
on putting the students in. touch with themsclves so that they can .
become self directed, We are dealing here with the vertical axis on |
Fignre 1. Actually, most programs present a very limited appr::f{atioh '

* of the"many ways sclf concept is enhanced—almost as many ways as
there: arge children. Values clarification is o major tool, though role
playing andd self awareness are also included. .

v Another model focuses on openess and sensitivity to others. Heres |
the effoft is tosincrease the empathic potential of children. Transac-
“tional analysis nn«&l‘-gruups are among programs advocated, the latter -
for classroom discudsions of indivigual behavior. There is a potential
problem in using such methods unless a teacher has had training in
group therapy because human relations training can turn up a great
deal of sensitive material. This is particularly true when special
children are involved. Such efforts are ususlly.at the social dimension
on Figure 1. ' ' : - , '

A final model is consciousness expansion, which includes such

programs as meditation and techniques to help a student “come in
touch with his or her intuitive center,” the higherself. Some spetific
programs have a cultish flavor and require indoctrination. This ap-
proach would not be accepted in most public schools, There have been
legal confrontations over meditation in the schools,

In 3 general way, the teacher should recognize that these models are
merely convenient ways of gryuping programs and are hardly a set of
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D conceptually-integrated methodologies. In all of them. the particular tech-
niques are described with an implication that these lessons will produce
the desired changes. One must recognize that the research base (when

“there is one) it tenuous at best, There is too much promised, more ‘han
can be delivered. _ o _ | ‘

‘The: capabilities of the teacher and the nature of the group carry
more weight than any set of the activities per se. It is interesting that
identification is not discussed in these models though it is generally
held to be the basic progess of socidlization. Theteacher's function as a
figure for identification is o prominent program condition whether it is
recognized or not, : . .

Another basic hook by Strain, Cooke, and Apolloni (1976), entitled
Teaching Exceptional Children, s devoted to assessing and modify-
ing social behavior, Again this is our horizontal line in Figure 1. The
authors go into detail about the nature of emotional-social develop-
ment, but they base the work on research that deals with aggressive
behavioras well as prosocial behavior. Their theory of $ocial behavior ~
deals with' Bandura's (1977) concepts and is particularly relevant to
education. While their work is basic and research butressed., it is also
practical and is of significant value to the classroom teacher in arcas .
mentioned. The attention given to withdrawing youngsters, for exam-
ple, gives a data base on this problem and also suggests edycational
procedures, oo

~

-

THE TEACHER AS INTERPRETER OF AFF ECTIVE EDUCATION

The: teacher has a particular fole in recognizing the community impact

of any specific program in affective education—both the “school com.-
munity” and the community at large. Discussing the goals and pro-
cesses with relevant parent groups and pupils is éssential. As was
indicated, on the basic aspects of affective education—self concept, self
esteem, socialization and positive emotional responses—there is almost -
universal acceptance. These are constard concerns of parents, teachers,

and pupils, However, the processes that are advocated by some affective 7
educators may cause uneasiness, and there are times when even the '
vialues on which the wountry was founded produce fear in certain persons,

A sylﬁpulhulic discussion of differences on these matters is neces-
sary. Teachers must recognize that parent anxiety is based on positive
wishes for their children and fear of what may be their lot. We have -
scen how sexual attitudes can divide the nation, The advice to teachers
is direct. Be opentand frank. Start with obvious problems where no
one questions the need for attention, such as evident low self concepts
Or ygressive behavior that is causing a great deal of difficulty in the
lives of the youngsters, Concentrate fiest where there is a clear and evi.

. dent issue. Eschew esoteric and cultish programs even if they have
g been personally useful to you, Recognize the many areas where values
and tastes canl differ withoyt joopardizing one's future on social com.-
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petency. There will be enaugh to work on in the essential clements,
Balancing personal freedom with social Lesponsibility is necessary. As
the polls show, most of what 'thn.t(!a(:hcr does is an extension and
elaboration of basic values held by society. The: vast majority want and
support affective efforts, o ' T
The characteristics of successful efforts have been summarized as
follows (Munger. 1979): Attain compatability with the current school
program structure, define realistic goals with evaluation efforts, obtain
. sanction and involvement from various anblics. serve all the
pinpils. emphasize basic skills that can be generabized, emphasize the
« processes that have general applicability, and be certain that pupil pri-
vacy rights are maintained. . : '
We must remember- that affective education is not anticognitive
» education, Thé need is for an Jaffective-cognitive systhesis rather than
. thinking in one place and feeling in another. It is the combination of
cognitive processes, such. as the recognition and application of relevant
values, that makes for progress. Many of the “feelie” procedures
have made “gut reactions™ and personal narcissism in doing “your
own thing” a virtue regardless of the social implications, Man is a’
Y thinking organism, a feeling organism, and a social being. L
In helping children toward pesitive mental health, it has become evi-
dent that the processes are not just an extension of clinical corrective
treatment designs. Mental health personnel who work primarily in
" prevention hiive to change their stance for affective education. Helping
. normal kids be “more nbrmal” does: not require. the same processes
“used in remediation, Affective education is best done in situ, durin
the normal processes of living, It is conducted by the adults who are
pifrt of the ngtural environments where children live—homes, schools,
and community. The procedures extend and highlight normal educa-
- tive processes. But this does not mean affective education is simple or
that it can be done naively. It involves the fine tuning of the environ- -
ment where the child is growing. ) ' ,
In short, we have seen' that affective education is both new and not
new. It is old in the sense that schools.have always had an impact on
affective development for both normal and special pupils at all ages. It
is new in’ that schools now have an obligation to enhance the personal,
social, and emotional growth with specific efforts aimed at various
aspects of this huge problem. And schools are accountable in the case
of special children. Affective education is a recognized obligation even
“to being included in individualized education programs. We have also
- seen that the way these goals are to be accomplished is part old. and
“part new. The old-is the recognition that what a teacher models, how
curriculum is chosen, and what methods are used provide the generic
buse for affective education, The school experience must be challeng-
ing but one with which tha pupil can cope successfully. It is new in the
sense that there is insightful attention to the attributes of group life,
classroom climate, and new methadology. Since affective growth in.

u
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volves the whole experience of the child, there are as many ways to
help as there are children to assist,

.THEAGE LEVEL CHAPTERS

The specific program content is presented on an age level basis:
preschool, elementary and secondary. Each deals with self develop-
ment, social development and attitudes as described in Figure 2. Ob.
\ viously, the age level provides the structure for what curricula the
“ + teacher will find appropriate. Yet, it is recognized that no precise age
Jdevel demarkations exist in the application of methods “to special
children, At cach age level the normal developmental tasks and affec.
tive problems of the: age introduce the section. Following this, techni.
" ques specially appropriate to the age -are reviewed. The available
studies and theoretical material focusing on particular disabilities are
included for cach developmental level. Because of the overlap of
v methods and age relevant material, the teacher will find material in all
age level sections that will stimulate now practices across age nound-
aries, ' ,
- A final note must be added, This book was a collaborative effort of
spucial education teachers on the basis of considerable first haad. ex-
perience with special education teachers, This led ‘to the approach
tuken here. Teachers know they practice a profession and not a trade.
They are interested in knowing more than a technique and are con-
-cerned about “why' as well as “what,’ As the largest practicing group
applying psychology to helping children, teachers have both a capacily
and desire to understand more profoundly what they are about.
Furthermore, they know the reality of the classroom and can make
~judgments about the practicality of many proposed programs without
a great deal of editorial assistance. Teachers are able to take, remold,
adapt, and create new forms once’ they appreciate the psychological
issae involved. Recognizing the capacity of teachers to make specific
use of material has led us to integrate. both theory and practical .
" material with confidence that each teacher “will find ways to use what
is appropriate to their particular field and children, ‘
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2 Affective Education for
~ Speciol Preschool Age -

" Children

R
. Y

'I;HE VlEW FROM WITHIN, The challenge'of being a preschooler is
dw chaHenge of developing a symbiot:c relationship with a caretaker -
- that is rewarding to both human beings. As a toddler you need to be
oy prqtected directed at times, and cared for all of the timé. Yeu need
- “freedom to explore your capacities with support but not domination,
There ‘are so many new things to experience. And you are changing
so fast in what you can do.

Youv wish your adult helpers would en;oy your growth and know
when o bail you out or when to let you try your way. You hope they
ﬂnd it exciting whether you are theirs or on loan. They must have a-
great supply of energy. no end of caring, and time. Above all, time for
you.

If, as it so often happens, you have a uniqueness as a special child,
you may tax the resources of your caretakers with a different rate
and quality of growth. Sometimes you can gratify those who help -
you but it is often very hard. They must come to love you for what
you are,.a human being, 'md not for how you-meet standard norms.

mmmmmm '

Young children are continually and intensely involved in the affective
tasks characteristic of their.age. Besides rapid ghysical and cognitive
growth, parallel development is occuring in their self concept and self
esteem, self expression, attachment to significarit others, play with
peers, and assimilation of social codes of behaviors. A day spent with
young children provides fruitful examples of their affective develop-

ment. It is difficult for them to hide feelings and moods. Interests and
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creativity find expression in sociodramatic play, various art media,
music, and movement. Peer telationships have their rough and tumble -
beginning». Socialization has its painful and abrupt starts and stops.
_ Attachment to significant adults is obvious. '
" For preschool educators, the critical aspect to consider about the
child's journey along the dimensions of personal adequacy, social '
competency. and affective states is the utter dependency of early child-
hood. During this time of dramatic growth, the lifelines for the young
child are primary caretakers. At theit best, they provide an oftentimes
_ confused and insccure, child with a solid base of safety, support, and
guidance. ‘ ) : :
Pringle (1975) devised a four fold classification of children’s psy-
chosocial ‘needs that.captures the essential role that parents and
teachers should play with all children, regardiess of age and skill level:

Need for love, met by a stable, dependable, and loving relation-
ship with parents (or permanent substitutes) who value the child /
unconditionally for his own suke; and need for security, met
through relationships where attitudes and behavior are consis- ~-
tent and dependable, through continuity and predictability in a
new and changing world.

Need for néw experiences, met by providing the child with in-
creasingly broader opportunities for mastery and an ample ‘diet’
of play and languagr.

Need fér praise and recognition, provided by the pl-asure
_shown at success and praise given to achievement by adults who.

love the child and whom he in turn loves and wants to please. En-
couragement and a reasonable level of expectation are also pro-
“vided. .

Need for responsibility, met by allowing the-child to gain per-
" sonal independence. (pp. 34-58) :
., Limitations in the.child and inadequacies in caretakers have a
serious impact on the child's sense of personal adequacy. In the first
few years of Jife, handicapping conditions pose special hazards for a
child's affective development. Inevitably these cluster around the im-
pact of the child's special necds on his or her caretakers, While little -
-research is available, general knowledge abaut child-parent dnterac-
tions tells us a great deal. Delays and distortions in cognitive, sensory,
or emotional growth may occur that alter the reciprocal bonding and
attachment processes between infant and parent. Anxiety in
carctakers generated over the child's extra need for care and attention
may lead to overprotectiveness, resentment, and inconsistent han.
dling. Attitudes of prolonged dependency and underestimation of.
skills may delay the development of autonomy, exploration skills,
socialization, and creative expression. Further, as Pringle noted, the
young handicappc@ child's special need for recognition and achieve-
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.-ment suffers under a false assumptiommade by many parents an’d
teachers that praise should be given fbr'aqgjﬁ?fmqt as compared to a
normal majority rather than relative to individual differences. g ,

~ The history of early intervention with exceptional children {s replete,
with programs that focus primarily on cognitive, motor, and language
skills. While many- programs have loosely defined objectives of
establishing a positive self concept, too often these "*social-emotional”

 goals are relegated to fourth or fifth place, or frequently left to ehance,
Little is available (of teachers that helps define a preschooler's’ affec-
tive needs and outlines appropriate strategies, despite the recognition -
that, for hand;cappcd‘childrcn in particular, this is a crucial area. Itis
clear that developmentai activities related to affective needs requine
further emphasis'to lessen the impact of gxceptionality on a young’
child’s total affective development, ~ o

“
3

AFFECTIVE TASKS OF EARLY CHILDHOOD

The issue of developmental sequence and readiness is as relevam ,
affective developm?nt as it is to other areas of growth in young
children. Few informed teachers would undertake teaching a 6 month
old to walk or a 3 year old to understand Piagetian principles of con;
servation. Similarly, an‘infant under 1 year, for example, should not be
expected to separate easily from caretakers nor should a group of §
‘ year olds be expected to play together harmoniously. Therefore, the
preschool script of affective education for exceptional children needs .
to be written against a backdrop of developmental tasks that are™
charggteristic of tahis age. - -

' ]

Developing Appropriate Self Concept and Positive Self Esteem .

The development of self concept begins long before the young child
smiles in recognition at his or her image in a mirror or announces
proudly that his name is “'John!" Early in infancy. the child begins to"
develop a sense of self, a perception of where his or her own body .
* stops and the external environment begins. Sense of self includes hav-
ing an awareness of body parts «nd fynctions and moving the body to,
* purposeful action. Hands reach and hold objects and direct food to the
mouth; legs and feet propel the body forward. For every special child,
we consider the impact.of limitations on this stage of evolution of self.
Later in early childhood, a beginning sense of identity in the context
v of being different from or similar to others contributes to self concept.’
For a preschooler this may mean learning gender identity, ‘name,
physical characteristics, and what possessions are his or hers, Both a
sens :of self and sense of identity are "I, me, mine" statements a young
child makes through his or her behavior: what 1 can do, what 1 look
like, what I-am called, ‘what is mine, what | want. This important task
of developing a self concept seems critical to all other areas and phases
of development. According to Piaget (1967), it is basic to all other con-
cepts the child acquires, -

9.,
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Level of self esteem is an important component of affective growth,
Itis a fupction of feeling worthy, valued, and skilled. It also comes out -
of attitudes and expectancies of parents and significagt others. For the
/ young child, issues of dependence and independence are particularly
salient to the formation of self esteem. Extremes of either are likelyto .
engender feelings "of incompetency and” self doubt, Parents and ‘
teachers of preschoolers would do well to seek the balance: foster in-
dependence with support and dependence with encouragement
toward independent initiative, y )
Successful accommodation to the environment through mastery is.
bus.ic'to_thc development of preschoolers’ autonomy from carctakers
and formation of positive self esteem. Clearly, mastery is the most
important developmental issue for young childrer Within 5 years,
most children acquire the same set of survival and adaptation skills by
learning to eat solid food. walk, talk, and control elimination. A
myriad of conceptual and perceptual abilities are formed and, prac-
ticed dering endless hours of playful exploration with the environ-
ment, The acquisition of language skills is a particularly important pre- -
requisite to normal social interactions with peers and adults. With.
mastery comes joy and a sense of achievement, The 3 year old's cry of
“I can do it myself* illustrates this link between emotion and learning,

-

Developing Sucial Competency o i
The often used expression social skills actually comprises two related
“but'separate sets of behaviors: (a) awareness of and interaction with
others, and (b) development of self control and cooperativeness. The
foundations for social relationships are found in the parents' bonding
to their infant and the infant's reciprocal attachment, The many
baby-parent interactions give rise to smiling, verbal and physical interplay,
and physical affection between parents and child, As caretaker attach-
ment becomes established in the baby's first year, he or she
comes to trust and rely on familiar adults, Fear of nonfamiliar persons
.and separation protest—abnormal reactions in older children—are
developmentally appropriate behaviors for infants who are attached to
caregivers, , . .
The onset of mobility gives the toddler a new sense of autonomy
. from caretakers and enables an active, seeking out of others and things
in the ‘environment, Clearly. playing mediates most social experiences
+ for the young child. Preschoolers, being largely egocentrig, typically
have difficulty with peer interactions and rarely engage in true,
asoperative play for long periods. Aggressive, fearful, and withdrawn
behavior. considered more deviant in school age children, is normal
and expected behavior in the preschooler who is suddenly or inap-
prupriately placed in social situations with peers,
Socialization is a process that, like all others, has its begiming in early
childhood. /Initially, the family introduces rules of conduct, first to protect
the young ohild and then w integrate him or her into a broader
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world. Gradually, peers and teachers add their own embellishments of
7" " socially appropriate behavior. The respunsibility for socialization of
preschoolers traditionally has rested within the family; however, in-
creasingly. teachers of young children share this role with parents.
Conformity to rules s a process that begins with the first “no” directed
to a toddler iboul to_gopple a lamp. But. in the progress toward
autonomy and definition of self, the young child has a developmental
need to assert his or her own will and be oppositional at times. A
preschool child obeys because of negative consequences. Later, con-
formity and cooperation become related to the desire to please valued

adults and the internalization of appropriate conduct thmugh iden-
tification,

. -

Developing Emotional and Aesthetic Expression

[

The development of emotional expression in infants.and young
children, as Piaget (1967) stated, is difficult to observe apart from cog-
nitive or motor development, In addition, as parents and teachers, we
naturally pay emotional expression little heed unless it is extremely

. positive or negative in somg fashion, Parents breathlessly watching the
first walking step are apt to respond—with their own emotions—=to the
motor act itself.-and not to the expression of apprehension and wonder
on the infant's face. We attend to what people do by and large and not
to how they feel in doing.

Researchers have only m,cntly begun to mveshgatc the deveiop-
mental emerging pattern of.affect. ‘As Casto et al. (1976) discussed,

) some agrec thal the newborn's general excitatory state soon differenti-
ates into delight and distress, then fear and anger. A further differen-
tiatign take&place in early childhood into the full'range of emotions ap-
parent by the age of 4. Thomas and Chess (1977) proposed that infants
are born with emotionally different temperaments —"easy, slow to
warm up, and difficult"—that persist throughout development and in-
terdct with environment to shape personality. Whatever the tempera-

~ment, one can rely upon young children under age 7 to express emo-
- tion primarily through their bodies and not through words. From in-
fancy on, carctakers train themselves to read the physical cues a child
sends out to indicate distress, pleasure, fear, overexcitement, anger,
etc. A young child will indicate moods and emotions largely by actions
and adults’ attempts to obtain verbal equivalents are sometimes in vain,
Preschoolers gradually acquire the language of emotions by hearing-
it from adults and, with encouragement, will use the words to descfibe
how they and others feel. Young children under age 7 are charac- _
teristically described as egocentric, unable to take another's point of
view although their uhderstanding of other's thoughts, feelings, and
motives increcases with age, However, Borke's (1971) observations of
‘young children suggest that preschool youngsters are not only aware .
that other people have feelings but also actively try to understand the
feelings they obsérve. This may mean that young children can learn
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notonly the language of emotion but also can be helped to identify and
understand f(.';:lmgs in others, .

A sccond aspect of a child's self expression relates to creativity and
aestheties, A young chyld learnts about the world, nof only from his or
her adult teachers aad models. but, in many senses, by remaking it
Creative expression begins carly when, and o, the child is allowed to
expertnent with such materials as crayons, fingerpaint, simple musi-
cal instrments, and clay. Continued opportunities with movement,

= music making. make believe dramatics and stories, construction. and a
whole range of visual arts reinforee positive self concéept and self
esteem: I made this up all by myselft™ In addition, a foundation is Lid
i these carly years for later artistiy; pursuits and interests,

Judging the Status of Preschooler's Affective Growth

How arc parents and educatos to judge whether a young child is
developing masimally or even adequately in affective development?
Casto et al. (1976), after dscussing the important aspects of cognitive
development in preschodlers, devised a behavior checklist that
describes an “affectively’ competent™ 5 year old, In the natural en-
vironmment, the tollowing might be observed.

1. The child would emit positive and negative responses freely,

2 The child would discriminate casily between carctaker and sig-
nificant others, :

3. The child would demonsteate a secure attachment relationship to
at least one person. '

4. The child would initiate social interaction with peers or adults,

5. The child would display and recognize in_others five ot six basic
enotions, ‘

6. The child would get and maintain the attention of adults in socially
dcueptable ways.

7. The child would demonsirate cooperative play and sharing.

8. The child would demonstrate respeat for the rights of uthers,

9. The child would demonstrate appropriate responses to negative
situitions, : _

10. The child would praise himself and show pride in his accomplish-
ments, {

1. The child would démonstrate knowledge of sex fole in play ac-
livities, .

12 - The child would accurately depict his skill levetth four or five ma.
jor areas. (yp 35-36)

" AFFFCTIVE EDUCATION PROCESSES I':OR THE SPECIAL CHILD

What tools are available for teachers to enhance the affective growth of
handicapped preschoolérs? First, common sense coupled with ex.
perienue and knowledge about young chibren tell a teacher that, ¢ven
without expensive materials, much can be accomplished through
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carceful planning and thoughtful interactions, ‘As Pringle noted, when a
young child's needs for love, security, new experiency, praise, recog-

nition, and responsihility are met, he or she is well on the way to posi-
tive self concept. self esteem, and relationships with others. By and
large. special educators are trained 1o teach to a particular problem o
disability, As a result, it is sometimes difficult to keep the young
child's total development in mind. Educators all need reminders such
as those described below by several special educators (Lynch &
Simms, 1978; Safford, 1978) to keep children's self concept, self
esteem, and social competence in focus: ‘

I. Give the child with disabilities opportunities to help others. So
often, he or she is on the recewving end. Make him or her responsi-
ble foba part of the classroom routine,

Respond to the child's need for assistance—don't anticipate it.

This will help the child imove toward autonomy, initiative, and in-

dustry. o

3. Avoid labeling. um\purmons with others, or a u)mpetmvc at-
mosphere,

4. Respect the child's needs for stability, repetition, and routine,
rather than pushing him or ‘h(-r to move on before he or she is
ready

5. Include each child as fully as possible in all activities. bl

6. Reassure children with disabilities that you understand how hard
some processes are but express confidence in their ability to learn,

-7, Falk over your own emotional reactions to particular disabilities
with other staff to_help ensure that children are not subjected to

rsubtle messages of anger, rejection, pity, or overprotection,

8. Provide recognition for effort as well as achievement. ,

9. Be cautious about referring to children only in terms of disability
. ("our physically impaired children™). Instead, train. yourself to
view them as childeen first or foremost like everyone clse with in-
dividual differences.

10. Be aware that a child with disabilitics may have an especially
difficult time separating from his or her caretakers and trusting a

new teacher, . T

™ While it is true that, in a sense, affective education goes on each mo-
ment of a child's day. special activities can help teachers and stal'f
focus move clearly on a curriculum of affective (lvvvlupmcnt as Flgurv
3 llustrates, . .
Beyond comimon professional understanding, teachers can draw
upon what cesearch and curriculum development suggest as usefulin
meeting an exceptional child's affective needs. Casto et al's Affective
Behavior in Preschool Children (1976) and Enzer's Social and Emo-
tionul Development: The Preschooler (1978) summarize research and
theory abogt affective development in young children, particularly
those with handicaps. Commercially available materials have been
created primarily for nonhandicapped school age children, Some are

e
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FIGURE 3: Affective Development Curriculum: A Semple Outline
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supplemental aids to affective education; some are total programs.

" However, little attention has been focused on specific affective cur-
ritula for the -young child, Most suggestions for enhancing affective
development in preschoolers arc found as a small part of larger, more
cognitively oriented curricula, '

Enhancing Seif Concept

Activities that help bhuild a young child's sense of self and identity are a
necessary part of the preschool curriculum. For some children with
handicaps whose self concept is delayed or distorted, activities in this®
area are essential. With mentally impaired ghildren, development.of
self concept seems to proceed through th?me stages as for normal
children except at a lower rate, the rate depending upon the degree of
retardation, -Thus. developing preschool self concept competencies
may extend past the preschool years. For young emotionally impaired
children who do not exhibit psychotic behavior (e,8. those who may be
withdrawn, highly anxious, aggressive, or hyperactive), sense of self
and-identity may develop at a normal rate but in unforttﬂate ways.
They usually see themselves as “bad” and failures, and. adults as re-
/ jecting. Immaturity is characteristic. Distortions of body image are
seen in self drawings which, taking developmental skills into account,
. may exaggerate or diminish certain body features. Young psychotic
children have a poorly defined sense of self, and with the autistic the
sense of identity seems to be vastly delayed.

For young children with visual impairments, discovery of physical
self occurs primarily through tactile channels that give rise to charac-
teristic hand posturing. The child must locate the self without visual
clues, such as representations of his or her body in the form of others,
mirrors, and doll pictures, Sex role identity is difficult and body image
is less differentiated. Physically handicapped children experience the
body very differently. A normally developing infant discovers his or
her physical self by moving body parts, .observing what impact they
have on the environment, and by receiving sensory feedback. In this
respect, beginning self concept in physically handicapped children
who cannot feel and move some body parts adequately may be
delayed or distorted. ‘ ¥

For a significant minority of young exceptional children, special
needs center around gifliedness or special talents, with or without
other handicapping conditions. While gifted children have receive! in-
creasing attention in recent years, relevant research and curriculum in-
novations are sparse in early childhood and even more so in the area
of affective needs of young’gifted children, Like any group of excep-
tional children, gifted preschoolers do not have a unitary set of charac-
teristics, and debate.continues about the impact of special talents on
adjustment. Therefore, assessment of individual needs is crucial,

Several rescarchers and programs have described the impact of
giftedness on the affective sphere, particularly self concept and self




" . esteem, The results, while only exploratory and suggestive, may have
some relevance for . teachers and parents of gifted preschoolers.
Klein and Cantor (1976) studied the effects of an affective education
program on self esteem of gifted versus nongifted c¢hildren, kin-
dergarten to fourth grade. Findings indicated that intellectusl gifted-
ness did not necessarily lead to high self esteem and that more gifted
versus nongifted kindergarten children manifested poor self esteem.
Karnes .and Lee (1978). in discussing the self concept of gifted

- predchoolers with other handicaps, pointed to the “conflicting nature*
of the handicap wherein the child greatly excels in certain areas but
must simultaneously cope with a disability. The lower expectations by
significant persons, they proposed, may serve to mask significant
talents and impede optimal deyelopment. Issacs (1973) reviewed
research on the subject of discipline as it applies to the education of
the gifled. She noted that parents and teachers of gifted children are
seen to have special difficulties in management (such as the gifted
child's seeing the discipline ‘as a stimulus to ingenuity rather than
punishment). Emphasized:in the review is the need for play as well as
work in the life style of the self disciplined individual.

Pasick and Hiatt (1977) discussed some nonempirical findings after
conducting a year long enrichment pragram for highly intellectually
skilled 4 year olds and their parents, They found that self esteem
wis lowertin the most precocious children, that theg: preschoolers
cwuld verbalize “feeling different” from others, and that those
differences (like reading newspapers or creating hi‘ghly imaginative .

l and cohesive stories) may result in negative self appraisal. As a group
they seemed quite self critical and set high standards of performance
for themselves, resulting inevitably in a lowered self esteem when
skills could not equal goals, In addition, while :hese exceplionally
skilled children greatly sought after peer play and friendship, several
of the children- were rejected, or because of heightened sensitivities
and awareness, perceived themselves as rejected, Partially as a result,
they seemed to prefer the company of adults who were more accept-
ing. Expression of emotion was facilitated by verbal ability and they
were quite competent in recognizing emotioms in others. The authors,
in agreement with Karnes and Lee, suggested that gifted preschoolers .
benefit from interaction with peers of similar abilities and talents.

Many preschool gurricula for nonhandicapped children are cen.
tered around activities that indirectly contribute to children's self con.
cept: drawing, circle tune for language, cummunication, “show and
dell,” games, and songs with body movement, etc, Goals for these ac.
tivities are multidiniensional with primary focus on cognitive, motor,

* and language skills, Some young children with handicaps whose self
Loncept is not developing properly may henefit from a more direct ap-
proach to affective development. An excellent, relatively inexpensive
set of materials and activity suggestions, the Big Box: Body and Self
Awareness created by Developmental Learning Activities, is well
known to many «irly childhood programs and is appropriate for many
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:-xu-plmndl children, Materials to increase body and self awareness
include activity cards, puzzles, spirit mastars picture cards, and
posters. All are multiracial in nature. -

Several more complete affective education packages are commer-
cially available and may prove useful, providing that teachers, as
Hunter (1977) cautioned. do not allow the rigid agenda of the program
to take precedence over the more immediate problems of the class.

“These programs are focused broadly around children's affective

needs; emotions, social development, hehavior control, as well as self
concept. They are arbitrarily grouped here under a dls(,ussmn ‘of inter-
ventions to enhance self concept.

'Interventions to Enhance Self (foncepl

Developing Understandmg of Self and Others (DUSO) (Dinkmeyer,
1973) is a program of activities and accompanying materials for 5 to 9
year olds that draws heavily upon imaginative processes to stimulate

social and emotional development. The program is organized around °

major themes such as understanding and accepting self, feelings, inde-
pendence, choices. and consequences. Puppets, role playing, stories,
and records are included as materials. For preschoolers some units
may need scaling down and some may he inappropriate (sucl us the

unit, emotional maturity). DUSO is flexible and adaptable. Listening, -

inquiry, and discussion are the approaches to learning through DUSO,
and may not be as useful for preschoolers with severe hearu;g or cog-
nitive. impairments. A complete and more expansive social- Qmononal
curriculum directed toward child self concept-and socialization is Pro-

ped: children, this program is totally audiovisual, and, thus, not ap-
propriau; for children with certain sensory imnairments. Intéractive
programing is the unique feature of this system. Children respond to &
soundtrack and filmstrip by going up to a screen, touching, tracking,
drawing, tracing. sticking things on, and talking about what they have
seen. The screen responds—even with. praise for good work. For
preschool children, Body Image-Level 1 is appropriate. Other units
include: How Are You Feeling Today, | Know How You Feel (empa-
thy. tolerance), and If You Do Somethmg (causes and effects of
behavior), -
Focus on Self-Development (Andcrson & Miner, 1971) is a popular
affective educgtion kit that aims to help children understand them-

-

-ject “Me", Media for the Exceptional created by the Dubnoff School o
for Educational Therapy. Designed for use by educationally handicap-

sclves and others. Stage One (Awareness), designed for kindergarten'

through second grade, focuses on self concept development, sensory

awareness, socialization, sharing, and problem sglving. Many of the

" activities could be adapted for younger chiliren who -have good

language and preacademic skills. Materials include filmstrips, records,
posters, and workbooks. Role playing, discussion, games, and projects

Serve as prucessoes,

-
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A package more appropriale for preschoolers is the Early Child-
hood Series published by Bowmar. Correfated materials develop
language, positive self concept, motor perceptual learning, and in.
tellectual growth, Family relationships, personal likes: and dislikes,
social relationships, and individual differences are the focus, Each
part of the series consists of picture books and corresponding records,

Another program has been developed to enhance personal, leisure
time, and language and cognitive development, Steptest (Heber & Gar-
ber) is a series of 22 picture books with a teacher read test, These se-
quenced books, intended for use with 5 year olds, are available
through Follett Publishing, : o

Few materials or programs in affective -education have been
developed for young children with specific’ handicaps, For severely
visually handicapped and blind children ages 4 and 5 Child and His
World (cited in Casto et al.. 1976), produced: b'y the Society for Visual
Education, provides a series of 12 recordings that focus on identity, in.
dependence, and social relations, , 4.

One notable exception is Developmental Therapy for Young

. Children with Autistic Characteristics (Vachrach, Mosley, Swindle, &

~ Wood, 2978). This program, designed at the ‘Rutland Center and »

/JV University of Georgia, is a therapeutic curriculum directed toward

. social and emotional growth, In contrast to many programs for-severely

, impaired children, Developmental Therapy has established it-

self as a growth rather than deficit model by focusing on normal

» developmental milestones. This highly structured and systemalin
program can be effectively used with any child who is very unre;;?)‘n\-\

sive to the envirunment and funct ioning developmentally from birth to

d years. Home programing is emphasized, As soon as possible,

children concurrently attend another program “with more normal

peers. The Developmental Therapy Curriculum is organized and im-

plemented around spveral stages, In Stage I, for example, the focus is

- on helping children respond to the envitonment with pleasure, Parents

and teachers arouse and satisfy a Stage 1 child's basic needs through
constant physical contact ang caring, using body vocabulary, a con.
trolled vocabulary of simple language patterns, routine, and sensory
activities. Stage I children are helped to respond to the environmen!
with success. Caregivers respond meore verbally to children and ac--

' tivities are designed to build self confidence, At Stage 111, children are
treated more in a group. with teachers and parents serving as reflec-
tors of children's feelingsdmd progress; By Stage 1V, children help in
their own planning and problem solving; the emphasis is on learning,
and intervention approximates "real life " .

-

Enhancing Social Competency

For the young child, relationships to primary caretakers are central to
all other arcas of development and are especially related to subse-
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- quent interactions with peers and other adults, Casto reviewed the
research littrature on caretaker attachment of handicapped infants, In
mentally impaired babies, behaviors that enhance the attachment pro-
cess, such as snuling, laughing, fear reactions. and gazing, are usually-
delayed. “This unresponsiveness in the child may adversely affect
parents’responses Infants with sensory and physical impairments are
also at risk for appropriate caretaker attachment, Deaf children often
produce. much frustration in their parents over communication
difficultics. With blind infants, attachment oceurs later than normal
and not without considerable physical contact and affection from
parents to enhance the attachment process, 1f physical impairment is
present at birth, paseental acceptance may not come easily and attach-
ment could be delayed by frequent hospitalizations. Young children .
with severe emotional disturbances such as autism are typically
unresponsive as infints to usual parentdl warmth and tend not to rely
on caretakers for comfort and assistance. Their lack of smiling, eye
contact, and reaching out for parents greatly impedes the attachment
process between child and parent, )

. Social interactions with peers occur most often in the context of
play. The majority of chfidren without special néeds require little
more than a play sctiing. simple toys, and a group of similarly skilled
peers inorder to play imaginatively and pleasurably, For preschoolers
with handicaps, that is often not enough, As Smilansky (1968) noted,
those with moderate and severe mental impairment tend to engage in
much manipulative and exploratory plav and demonstrate little in-
terest in symbolic or make believe play. Since many moderately and

. severely mentally impaired children are delayed in several areas of

o development, this may hold true for social interactions. Some will be
\ o wrrible two's™ while their peers are cooperative and social 4 year
) olds, and. therefore, scem very temperamental and uncooperative in
group play situations, Direct interactions with the social environthent
through language and woperative play may be difficult and the men-
tally impaired child may employ more. indirect means, such as
tantrums and acting out behavior, to interact and receive attention. It
may be difficult for this child to read social cues in play interactions.
When others redirect play from one theme to another, thé child with
cognitive delays may continue with one theme, resulting in impatience
and irritation in others, Finally, while young children are typically
fickle in their friendships, the mentally impaired child may prefer one
or two friends for playing and guidance. :

For mentally impaired preschoolers, more time must be devoted to
helping them with play by playing with them. Proper selection of toys
to match developmental level is crucial, Adult and,peer models for
playing, especially around make believe play, are often necessary.
Strain (1975) demonstrated, with eight severely mentally impaired
preschoolers, that the opportunity to engage in sociodramatic activities
and increbsed social play are functionally related.

[
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Preschoolers with language or sensory impairments tend to have
less access to play materials and peers, This seems parli(fularly true
for severely visually impaired or blind children who need much en-
couragement to actively explore play materials. Barry (cited in Safford.
1978) suggested that parents attempt to create enjoyable activities with
their partially sighted children instead of following prescribed, struc.
tured play activities. The Ulinois State Board of Education, in Toys for
Eurly Development of the Young Blind Child, has described three kits
of commercially available toys that parents and teachers can use with
three age groups of preschool visually handicapped children,

Many other categories of impairment are confounded with a dual
problem, such as retardation and emotional disturbance, Therefore,
this section is critical for all arcas of special education, For the emo-
tionally impaired youngster, most definitions of their disorders in-
clude forms of social maladaption, The introduction of group play set-
tings often points up their emotional difficulties, perhaps for the first
time. Withdrawn and anxious chijdren may be very fearful of separa-
tion from their parents and partly or completely remove themselves
from play activities with others, Friecndships may be difficult.
Preschoolers who tend toward overactivity cannot concentrate on play
activities ‘or stay in small groups for sustained periods. Psychotic
children also tend toward isolated behavior although they may become
overly attached to one person. Because they generally avoid contact
with others and may exhibit bizarre behavior, other more normal

cluldren may not be motivated tQ interact with them,

Increasing attention is being paid to young children whose ag-
gressive and acting out behavior interferes with the development of
positive peer relations in later preschool years. -Caldwell (1977)
pointed out that teachers need to £ -ilitate the development of coopera-
tive und supportive hbehavior to propGte altruism and prosocialization
in young children, Helping them/earn to de-escalate aggressiveness
back to the level ay and mddeling of nonaggressive behavior by
adults may develop self control and concern for others.

Wolfgung (1977) described a technique for helping extremely
passive or aggressive children by guiding them through various forms
of play. Beginning with establishing a body level of trust (using physi-
cal contactand mirrors), the intervention procedure progresses to help
the child productively use “fluid" materials (sand, water, clay), then
symbolic miniature toys, and finally, life sized toys for sociodramatic
play with others, More passive and aggressive children are reinforced
by teacher attention for productive interactions with play materials.
Teacher reinforcement is described on'a continuum from nondirective
(watching play) to directive behavior (providing physical help or
modeling). Case material is provided to support and define this inter-
vention technigue, :

Apart from special techniques for specific handicaps there appear to
be several ‘general approaches to increase children's prosocial

-




behavior, as discussed by Strain, Cooke, and Apolloni (1976). Simply

. ~ providing appropriate play settings and play materials that invite
social interaction may suffice for some children, Teachers may alsp
Z& conduct group sessions designed to increase social awareness (such as

"Migic Circle,” see page 42) or promote social interaction through

- teacher led group play activities, In addition to “Magic Circle,” DUSO,
Project Me, SEED (cited in Casto, 1976). Focus on Self Development,
the Early Childfivod Series, and Wmd/s's Developmental Therapy
alecady described in this chapter, have sdcial awareness activilies as a
component. ‘ _

Another group session prograim to increase sucial behavior in
preschoolers has been developed and researched by Spivack and
Shure (1974). Their training program for teachers is based on the pre-
mise that improved ability to think and solve problems leads to in-
creased  behavior adjustment in preschool and kindergarten age
children, Through games and dialogues, children learn word concepts
and develop cognitive'skills that relate to interactions with peers, The
authors cite three rescarch studies that they claim validate this treat-
ment approach. While the Spivack-Shure intervention is primarily
preventive in focus. it is deemed applicable for unresponsive, disrup-
tve, and dominating young children as well. Informal dialogues be-
tween teacher and child “carry over group learning to unstructured
play. For example. in an interpersonal conflict, causal thinking is first
elicited (“Why did you push her off the swing?"), then the teacher asks
the aggressor what might happen (if she is pushed). Finally, the child
is-helpedin alternative thinking (Can you think of a-different way to
get to use thi-swing?™), A ! A ,

Another strategy to increase appropriate social behavior in young
children is to reinforce social inferactions through selective attention by
adults. Sheppard, Shank, and *Wilson (1973) have written a training
manual for preschool teachers that outlines, in very readable language. a
social learning theory approach to managing social behavior, This book is
almost a programed learning text and would be useful for teacher in.
service or self training. Another casy to read text for teachers and-
parents by Mayer (1974) provides suggestions for helping children in
everyday behavioral difficultios helping those who have serious emo.
tional problems. and for setting limits and dirccting behavior through -
technigues of positive reinforcement. :

Strain and Wiegerink (1976) investigated the functional effects of

) , sociodramatic activities on the social play of behaviorally disordered
preschool children, Instead of focusing on contingent teacher attention
to- reinforce sharing, building together. and verbalizations among
children, they experimented with another technique that required less
teacher time. At the end of a "lunguage time," the teacher read aloud a
well known fantasy story (like The Three Bears) and then elicited a
short dramatization of the story by suggzsting roles to various
children. Observations offreeplay directly following the group time




indicated that, compared to a baseline rate of 10% social play, children
enguged inan average of 43.6% social play tollowing the creative dra.

' matics technique. This study pointed up the importance of including
some teacher led imaginative play in curricula for children who have’
difficulties in social interactions. In addition, the authors reviewed the
literature on the relative effects of various toys and materials on social
play and suggested that the preschool environment may be arranged to
set the oleasion for positive interactions among children, Presumably
then, the role of housekeeping corners and “pretend” boxes of cos-
tumes and props are important in the preschool classroom.

Enhancing Emotional and Aesthetic Expression

Young children. particularly those with special needs, need a variety
of experiences in self expression. Compared to the wealth of materials
and ideas aimed at enhancing cognitive development, little attention
has been paid to developing a young child's emotional and aesthetjc
expression, Certainly, for young children viewed as withdrawn, over- _
~active, aggressive and fearful, appropriate expression of feeling is
perhaps a central issue. Hunter (1977) pointed out several advantages
teachers have in beginning early to help children formulate socioemo-
' tional skills. Four year olds have natural desire to talk rather than
listen; they can learn to sit, listen, and wait their turn to express them-
selves. Since peer relationshave not yet become all important, they are
very concerned about positive felationships with adults. Hunter dis.
cussed several kinds of affective skills preschoolers can learn: how to
say what they feel. how to notice others' feelings expressed in nonver-
bal behavior (gestures, face movement, voice tone), and how to listen
to what others say. Hunter counseled that teachers may ' want to
postpone dealing with negative feelings and thoughts unt{l kin- -
dergarten, because 4 year olds have difficulty differentiating between-
what is real and make believe. Initially, they can be helped to express
themselves through puppets, drawings, paintings, or role play.
Several studies of mentally impajzed children point to the need for
further research and intervention i{t‘l‘ﬁs area. In a study examining the
association between affective and cognitive development in Down's
. syndrome infants (Cicchetti & Sroufe, 1978). it was found that Down's
syndrome babies responded with laughter to groups of stimulus items
in the same order ss did previous samples of normal infants, although
the process was delayed by several months, Another study reported
that a technique of intensive play has been found to be effective in
building affective b havior in young, profoundly mentally impaired
children. Bradke, Kirkpatrick, and Rosenblatt (1972) described tech-
niques of close body contact and physical stimulation that helped;
~break through barriers of unawareness, fearfulness, and unrespop,
‘siveness to increase affective behavior in their sample. §
Often help will be needed in identifying emotions. Photographs,
pictures, or stories are often used to help young children learn to |
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and Nardine, n.d.) uses 30 color prints of scenes and situajions *
designed to portray a-wide range of moods, emotions, feelings, afid at-
titudes common to the young child. With Kindle ( vailable through
Scholastic, Magazines), a filmstrip program for the older preschooler,
the: child is encouraged to express feelings about what he or she sees,
The  accompanying lesson guides can be used with handicapped
children. For preschool multiply handicapped children,’the Sewell
Early Education Developmental (SEED) Program in Denver, Colorado,
has developed a guide of activities over a vast range of major learning
arcas, including social-emotional development. Finally, many books
published by Human Sciences Press for young children “deal with
emotion laden topics such as death, fears, and new babies. -

The Human .Development Program (HDP). known as “'Magic Cir-~
cle,” describes a set of techniques and activities to facilitate affective
development in preschool and school age children. Based on’ the
theoretical viewpoints bf Horney and Sullivan, the program has three
main areas of focus: awareness and communication of feelings, inde-

. pendence and self esteem through mastery, and social interaction, For
20 minutes daily, in a circle format, the teacher leads preschoolers
through discussions, games, movement, role playing, verbalization, .,
and labeling of feelings. Bessell and Palomares (1979) stressed that the
program can be adapted for children with serious emotional difficulty,
Typically, teachers are trained by Human Development"Training staff ..
to implement the program. The research on *"Magic Circle” effective-
ness indicates some of the difficulties in evaluation of affective educa-
tion prbgrams of various styles, Studies have investigated HDP effects - v
on children’s reading scores, behavior, self control, self concept, and ‘
discipline. Most of the findings, reported by Medway ahd Smith
(1978). provide little evidence that HDP per se enhances children’s
affective skills. However, they conclude that "consistent and relatively *
long term use of affective egfication materials (whether.HDP or not) .’
can improve students’ sefconcepts and attitudes towafd school” (p L
262). N

‘Sclf expression through art, music, and drama is an overloked part:
of curricula for handicapped children, perhaps because, as Safford
noted, almost exclusive attention Is devoted to their problem,.dis-
ability, or deficiency. For withdrawn, fearful children, visual arts can
be an effective medium for expression, just as drama can effective
for acting out or aggressive children. Persons with visual andnqaps .
often excel in music, Increasing attention is being paid to thg hidden * -
artistic potential of children and adults with mentel impajrments, -
Rubin (cited in Williams & Wood, 1977) described the ‘inany beénefits
art experiences can hold for handicapped children, m(.ludmg a way to
explore and find pleasure in the environment, ‘a way o’ ,control and
have mastery over something, a means to experience suu;ess and ex-
press feelings, and a way to elaborate on the real world )

recognize emotions. The Discover: Self and Society Br‘ograﬁ (}}Ber ¢
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Meers (1976) discussed the role drawing, poetry, artd language play
in developing a sense of identity in the nonverbal language delayed

- young child. Others such as Miller (1876) concurred that art can be a

means for expressmg SIgnIfICdm thoughts and feelings for deaf per-
sons.

Two (,urnculum guides, Developmental Art Therapy (Williams &
Wood, 1977) and Music in Developmental Therapy (Purvis & Samet,
1978), are comprehensive resources for teachers of exceptional
children. Both are extensions “of the procedures described by
Bachrach. Mosley, Swindle, and Wood (1978) and detail many ac-
tivities that can be used by teachers without art training with a range of
handicapped children, including severely emotionally disturbed and -
developmentally delayed children. at

Working with Parents in Affective Eduuﬂon

\

Along. with the joy and challenge of raising’children, all parents are
taced with implicit affective issues in parenting that lead to stress and,
hopefully, growth. The reciprocal processes of bonding and attach-
. ment by nature require close, frequent and, it seems, relentless contact
between infant and caretaker. All family members significantly adjust -
their roles when an infant arrives—sometimes happily, sometimes not.
Doubts about parenting competence arise, as do resentments over the

" limitations on parents’ leisure time and mobility, Inevitably, as “tod-

dlerdom” and new independence occur, there are exasperating ‘con-
frontations between parent and child. But throughout, reinforcement -
from the child in the form of recognition, smiling, affection, and
growth help to offset the inevitable stresses of parenting,

For parents of young children with handicaps, the affective issues of

_ - parenting in general are joined by other stresses that might be, but are

not necessarily present.* Parents may experience guilt and grief pro-
cesses over the child's disability. At first many feel inadequate in cop-
ing with particular aspects of the handicap and come to depend
heavily on professionals for guidance. Toward the child there may be
feelings of ambivalence and resentment on the one hand, and over-
protection w.:d denial of the handicap on the other. Separation issues
can arise during hospital, residential, or preschool placement, Educa:
tional programing, physical therapies, and medical procedurés re-

*quired of parents add strain to family life. There are increased risks

for the marital relationship, especially when financial difficulties are
present. Finally, uglike many nonhandicapped children, young
children with specis needs may not be able to as easily provide

*This point is notto be laken lightly. All too resdily profossionals assume that parents of exceptional .
dnldn-n are novessarily wrught with siresens that in (st may pot all be present. The positive
aspruts of parenting children with handicaps are often overloukad. Fur example, there are persunal
satislactions in helping a child overcome deficits. s sense of ‘team effort’ among family members,
snd sn wppreciation of human pocmllnl ubvious ‘givens' in life, lnd of individual diﬂeremm in
pneul
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-parents with the quantity or quality of reinforcements necessary to
offset stresses. . -4 o

Arnold’s Helping Parents Help Their Children (1978) is a com-
prehensive sourcebook of parent guidance theory and techniques that
is useful for teachers and other professionals. The contributing .
authors offer varying conceptual frameworks, strategies for helping .

2 parents. with specific child problems (including mental retardation, ,
chronic illness, and aggression), and guidance for professionals coun- -
seling parents who have problems (e.8. mental illness). Schlesinger
and Meadow (1978) ‘described the “treatment crisis' phase when
parents are in conflict over overwhelming and sometimes incompati-
ble advice from professionals. They courisel teachers to enlarge the
parental role rather than usurp it. In addition, -the article described ‘in
detail the many autonomy and communication issues between parents
and deaf -children that result in behavioral difficulties. Freedman
(1978) described the research conducted with blind infants and
‘mothers around attachment and communication issues. In particular,
he discusses Selma Fraiberg's research with this population,

Most preschool early intervention programs promote active parent
participation in the special education of their children. Models repre-
sentative of these efforfs are’ well summarized by Honig (1975).
Empbhasis is on'training parents 10 increase their child's skills through
home: programing. In the area of social ‘and e¥otional growth, little

. : material is available to aid teachers in their work with parents. A few
- training programs. however, seem to give affective needs of yaung
haadicapped children and their caretakers a high priority. Brown and
Moersch (1978) discussed ways to actively involve the parents of han-

~ dicapped infants and toddlers, outlined advocacy roles staff can °*
assume. and generally focused the reader on a parent's and sibling's
point of view. Cansler and Martin provided similar information for
teachers in their manual for developmental centers serving either an
exclusively preschool handicapped population or a more integrated

. group. In another program, creativity and self concept are among the

eight parent training topics of the' Marshalltown Project, directed at
young handicapped children.- Finally, Parents Magazine (cited in
Casto, 1976) has developed-a filmstrip series, The: Development of

* Feelings in Children, designed to aid parents in teaching children to

deal with their emotions. Titles include *How Feelings Grow," “"How
to Deal with Fear,” dnd “Love and Joy".

Mdns‘mmtﬁg and Alfeéllvc Education for Preschoolers

"'The essence of the mainstreaming situation is that physical integration
without attention to psychological conditipns can produce more nega-
tive than positive effects, We must examine the actual natute .of the -
specific condition to judge what normal and special children are really
learning. Few would disputce'the claim that, for most young handicap-
ped children and their nonhandicapped peers, a mainstreamed educa-
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tion program has affective benefits. As Safford noted, "Probably for \
mo<t children, an op.imal degree of association with non-hdndieapped
age-mates is a necessary but not sufficient condi ion for the child to
view himself as capable, ‘and as a person who s valued as an in
dividual™ (p. 301). -Guralnick (1976) stressed the need
syst aatically designed interactions if nonhuandicapped child
to be effective as educational and theryee He Lesources—
for exceptional children, ik_(,um, uded that th® handicapped child
may derive benefits from the mainstreaming process that are not
aviilable elsewhere. ‘

For preschool teachers working in a mainstreamed setting, questions
often arise about affective development. . How can handicapped children
best be integrated into activities, particularly those that .point
up their disability? How rn “normal peers” be hest used as models?
What arz soine ways to cope with resistances of parents of both groups
of children? The “"Mainstreaming Preschoolers” series (1978) is a
readable and comprehensive source of ideas and information for
teachers, parents, and puruprofessionals.’ Eight buoks, one for each
categorical disability; discuss the charactdistics and aeeds of particu-
lar handicapped children, provide techniques tor optimal classroom
structure and management, and present ideas for parent participation,

If exceptional children are to find acceptance in reguiar classrooms,
the needs of nonhandicapped children for information about han-
dicaps and for processes to help l‘wm develop “nonhandicapist” at-
titudes must be met, For preschoolers, Human Sciences Press offers
many titles that deal with these processes, Encyclopedia Britannica
Edueational Corporation (Sloan, 1977). in association with the Institute
tor the Study of Mental Retardation and Related Disabilities (Univer-
sity of Michigan), has developed a series of sound films for specil
education at the preschool-primary ievel. Tha series initiates aware,
ness of various handicapping conditions®*presents information about
handicaps. drunatizes how young children adapt to handicapping con-
ditions, and encourages discussion of feelings and attitudes toward
handicapped individuals,

Finully. Liks Me (Brightman, 1976)* is a photographic essay amd oc-
wmpanying pouie designed for all children that secks to present the ex-
ceptional child's point of view.to others without handicaps. The
following excerpt serves os & provocative reminder to all profes-ionals
concerned with the affective needs of children:

S, row are we different?

_In name. face, and size?

In the things

That we know how to do?

When you look at the difference .

It's all in your eyus, :

So the difference

Is all up to you.

*Excerpt reprmted with permission by author
. . \
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3 Affective Education for

Special Elementary Age
Children

THE VIEW FROM WITHIN. Independence is the thing: if things have
gone well you can take care of yourself in a lo}, of ways. Of course,
you still need your parents, though they often make you impatient
with their failure to recognize how much you have accomplished

/ and what you can do. And then there are the other kids and hours
and hours of playing to get in. Special friends, too. Adults keep telling
you you have to do this and then that. If you can do it OK, s aocol’is
not so bad, since it is the place where all the kids are, but the
neighborhood is the real place where the fun is.

When you need help, or are sick or hungry adults are very impor-
tant. Some of them know a lot which is useful at times. They also
control the money, and money is a bike, a toy you can't live with-
out, and stuff to eat. If theadults have learned how to let you livé
your own life, enjoy your independence, and are there when you
need them you can make it.

Of course, if you are a different child, it is not all that simple.
Muybe you can’t get around on your own, or can't figure things out
so well, or seem to get into a lot of trouble all the time. Somehow you
are not like other kids and lots of times they don't include you. Many
adults don’t seem to want to help you or they help you too much! It
seems like you are always trying but you never catch up.

BASIC SUPPORT NEEDS FOR AFFECTIVE GROWTH

In comparison with the preschool and teen years, affective develop-
ment in middle childhood has received minimal attention in the educa-
tional and psychological literature. This probably reflects the persis-
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"pendency on adults is extended and opportunities for the social ex-

tence of a notion of the “latency period,” implying that this is a quiet
time of growth! - c ‘

It is casy to forget how much affective development is going on d
this age and how many attitudes are being set, Ideas about sex, about
what is right and wreng to do, and how to treat others are being con-
solidated. The differences between a. fiest grader and those ready for
the seventh grade ace impressive in these matters, '

Even more crucial is the growth of the self at this juncture in life.
While there is no period when the self concept is not evolving, what
happens at this period will be a harbinger for adolescence if not all of
life. One's image of oneself includes the ability to cope with life, sex-
ual identity, and personal attributes, Crucial to all of these matters is
the. level of self esteem one acquires, the balance wheel that prevents
every minor defeat from becoming a tragedy. As the child meets the
expectations of home. school, and the neighborhood, the results of
thas« encounters are fed back into the self system, .

Ot tourse, there is no average, typical preadolescent. As we charac-:
terize them “on the average.” teachers know how unique they are, how
much each has his or her dwn style. Individual differences in rate of.
growth and patterns should be. foremost in the minds of teachers.
Thereris no average. However, they diffet more in style than sub-
stance, for the tasks they have and the needs they have réflect common .
developmental processes. ' .

The developmental tasks of the elementary school age years reflect
hoth the heeds of the individual and society. Successful completion of
these tasks is a slow process but does Lead to happines: and increases
the potential for future success with subsequent tasks. Failure with
basic developmental tasks 1eads to personal dissatisfaction, unhappi-
ness, disapproval by society, and the increased likelikood of failure
with other tasks (Havighurst, 1974). A clear example of this is failure
in basic academic sKills. Deficits that are not remediated tmultiply at an
accelerating rate. The same is true of affective learning. Some special
-children have not made normal progress in social skills. An example is
the role taking skill. Sirce role taking is prerequisite for the develop-
ment of such prosocial behaviors as empathy and social perspective
taking, children become stuck in an egocentric stage of development
that precludes effective communication with peers. Consequently, de”

periences necessary to build friendships are negated. Without careful
intervention. such children are caught in a perpetual cycle of failure
and despair. ' ' :

Academic achievemeni snd mastery of skills do characterize
development in the clementary years, but social emotional, and sexual
growth develop concomitantly. Children feel pride in personal ac-
complishiments and disappointment and frustration with failure. They
experignce the simultaneous thrill and awesome responsibility of in-
dependence. Mastery of complex social codes of behavior moderates
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their interactions with the opposite sex and disc:'uvéring best, same sex
friends results in intense complicated feelings of love and loyalty.
Success in the middle childhood years is enhanced by. feelings of

self'competence, approval of {dults, and, most importantly, the respect

ana admiration of peers. Thug, development of a sense of industry in
conflict with feelings of infériority (Erickz‘wn", 1963) provides more
realistic clues to the-often igndred affective component of developmen

in middle childhood. co : .

The affective growth of special preadolescent children must nog be
left to chance. Just as academic learning is scrutinized for deficits and
acceleration, so must affective maturation be explored. Once equipped
with information regarding normal affective development, the special
educator can formulate the goals and objectives necessary for planning
programs to enhance the emotional and social growth of exceptional
children during this critical developmental phase.

As a curriculum area, affective education is deéiglled to facilitate

" positive self awareness and interpersonal social skills, but for special

children it must bg much more. To illustrate, during middle childhood -

.children's desires to be like peers intensify, yet the differences that set
special children apart become more salient. Social comparison in-

creases as a major mechanism in the evolution of self concept.
Children are looking to their agemutes to determine their attractive-

ness, intelligence. physical prowess, and sociability as compared to

others. When children find themselves fitting in with friends and feel-
ing accepted by peers, self esteem is enhanced. However, social com-
parison contributes to low self esteem”if children continuously dis-
cover they do not measure up to their peers:

Exceptional children usually have fragmented education ex-
periences. They are retained, placed in special classes, sent to special
schools, and now mainstreamed. Sofmetimes, instead of serving as con-
sistent models for identification or sources of support, teachers
become. instrumental in moving children on and out. The normal
preadolescent peer group does not offer a haven from the adult world
or serve as a source of opportunities for emotional growth and inter-
personal relating. On the contrary, exclusion of exceptional childrer is
the rule. Even in segregated special classes er special schools, a
hierarchy develops and children with severe handicaps or those lack-
ing social skills are rejected by their peers. How then does affective
develppment proceed? Will mainstreaming and eliminating labels
remove the exceptional child's pain and frustration? Obviously there
is no simple solution. Clearly, it is the responsibility of the educator to
attend 'realistically to the negative consequences of handicaps and
simultaneously enhance positive aspects of affective growth whenever
possible.

There are: certain envisonmental support needs that the preadoles.
cent youngster, regular or special, must have to mature during this
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';.mriud. While?t‘hey have been implied here, the following list puts
them in bold relief. .
-4

* 1. Children need phrents who care and support and at the same time
‘ enhance their independence. This will be continued by the pre-
sence of parent surrogate activity group leaders and teachers, These
. adults must be interested but pot prying. They must be models for -
handling affective imatters and for sex role behavior, 5
2. The preadolescent needs a larger world to respond to the growing _
intellectual power and feelings that emerge. Seeing thingk, going
places, and being introduced to useful secondary sources in books,
television, and other media feed the growing person. There is a vast
curiosity to be satisfied, '

4. There: must be support for learning new motor and cognitive skills
in a way that is suited to the capabilities of the youngster, Motor
skill€ have a particular value and encouragement should be sup-
plied. o ' : ‘

4. Peer support must be provided for in the environment. This ranges
from siblings to school and neighborhood peers. The group life
must be available, flex.ble. and have a balance of positive over
negative acceptance—though we know peer life at this age is often
harsh, : .on :

5. The environment has'to provide direct experiences of positive emo-

~ tional life embodying long term sustaining values, The sensitivity of
thet persons and the media to profound and ‘transitory emotional
states provides the images the child needs to stimulate the imagina-
tion and consolidate an affective style of life,

AFFECTIVE TASKS OF THE ELEMENTARY SCHOOL PUFL

We can and must ask, are these supports available to youngsters; To
special youngsters? Is it the task of the affective educator of the ¢chool
age child to provide com pensatury experiences to those who lack these
essentials? The youngster is then ready to use these resources, con-
comitant with the natural growth at this age, to meet the following
specific tasks for this age: '

1. Acquiring m increaled sense of self and self esteem, through

* Tealistic, enjoyable, and successful use of the body and the mind.

2. Gaining and using more independent self directinn without too
much opposition from adults or teo much anxiety.

3. ¥xpanding socially to peer group membership, especially with
members of one's own sex: one must find friends.

4. Developing a solid, relevant, and satisfying sex role, .

5. Expanding one's concept of fair play, rules, and rights of both
onesclf and others. There is moral growth to accomplish, This is
tied to development in logical thought,

8. Developing more self control to meet the expectations of your age,
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7 l:.xplurmg new c-mohunal feelings and attachments, including com-

. plex internal states (Selman. 1976; DuPont. 1978). Appreciation of

art, music. sports, recreation, and nature alsof emeraes. The task is

to put thw broad complex of .lfh'(,hvv matlers to use and find pat-
lerns lh.it are unique to the individual,

AFFECTIVE EDUCATIONAL PROCESSES FOR SPECIAL
ELEMENTARY AGE CHILDREN

L]
v’

‘Althuugh teachdrs’ redlize th; ¢ exceptional children in their

* classrooms have complex affective novds, they ‘encounter numerous
obstacles in meeting them. At the onset, teachers find that defining:

children’s social and ernotional problems in’specific terms is a skill
that requires training and practice. Opportumhcs to develop expertise
in this area have been and continue to be limited. Furthermore, current
theories of affective/emotional development and their relationship to
ac advmu achievement are just beginning to be discussed in the
literature (DuPom 1978: Weiner, 1979). Relating these theories to the
spec ific affective needs of exceptional children is a challenge.

After delincating objectives, tcachers must determine thé most ap-
propriate - strategy for educational intervention, Consndenng the
children's needs. the teacher’s access to financial resources, the time
available to teachers for evaluating or creating curriculum materials,
and the necessity of inservice training, the teacher may choose af fec-
tive ellucation strategies that range from a total program approgch to
the use of clagsroom processes that requnre little or'no extra time¢ or
money. While programs designed to promote affective growth during
the elementary school years have burgeoned in the last decade, few of
these programs: are structured with the particular needs of special
children in mind, Consequently, special eduiators continue to find it

_necessary to adapt programs and techniques for their children. There

is a positive benefit to this process, however; it gently reminds us that
much of exceptional children’s development is normal . particularly
their feelings,
teachers frequently discover that many materials and classroom pro-
cedures dealing with'the affective domain must be approved by the
school system and/ot citizen's committees. Values clarification tech-
niques and curricula involving moral or sexual concerns are typical ex-
amples. Although systemwide regulations are designed to protect
children; they may also serve to prohibit the special educator from
{ackling the unique affective problems of handicapped children. With
ad ministrative and parental support, however, program implementa-
tion can be expedited, but the process is often time consuming and re-
quires the: perseverance of a dedicated, caring teacher.

A final difficulty that deserves mention pertains to measuremient
and evaluation. Teachers ate held accountable for the results of
classroom procedures; yet, precise, reliable measures of social and

6
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While attempting to implement affective educational programing, -
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emotional growth have not, been developed.’ Eliminating affective
education is not'a viable solution to this problem because the affective
companent of education will continue to be a subtle pervasive force in
the classroom whether it is directly taught or not, By systematically .
planning for individual childran and openly dealing: with affective
issues on an ongoing basis, teachers have more control over the

' lessons learned in the “hidden curriculum.” Furthermore, it is
unlikely that the full impact of an excellent affective education
progrimm can be precisely measured, Following a geometric progres-
sion, the benefits build on themselves and multiply from year to year.

The following sections focus on the affective needs of exceptional
children, Programs and (,ldssmom processes that are particularly
h(lpful in promoting affective gréwth will be indicated. 1t must. be
emphasized, however, that regardless of their lot in life, growing up is

R hard work for all children, The goal of affective education is not to pro-

' duee an unrealistic blissful state of joy in youngsters but to facilitate

their development.as total human beings, To live fully, children with

special needs must he capable of coping with frustration, making the
bpst of adversity, seeing and choosing from a range of alternatives, and
forming cffective relations with others all in the process of becoming
more and more instrumental in meeting their own needs. To be ac- -
tively involved in their own destiny, exceptional children must come’
to know, understand, and accept themselves and others, expresg them-
sclves, and form effective interpersonal relationships. Following
. Figure 1 (page 8), the programg are outlined around self concept, social
competence, and emotional and aesthetic expression although the
overlap of various processes is recognized.

Enhancing Self Concept
Three components of a positive self concept relevant to the develop-
mental tasks of middle, childhood include confidence in one’s body, -
feelings of sclf competence, and sex role development.sExceptional
children frequently experience difficr 7 in these areas, Thus, the

following affechive education programs are arganized with these,
needs in mind,

/ Body Concepts

Basic feelings of self confidence are rooted ig the expectation that

¢ one's body is a dependable, reliable representation of oneself. Often,
children with handicaps do not develop self confidence as readily as
nonhandicapped peers because enormious amounts of {ime and energy
are spent compensating for these motor and sensory deficits charac-,
teristic of visual and auditory impairments, physical handicaps, and
chronig disease. In some coses, disfignremant or deformity necessi-
tates a«\fditinnal adjustment, During middle childhood, a premium is ‘
placed on absolute confurmity, so children who look different are sub-
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" exeeptional children have about themselves.

¢ jectto diverse, often unpleasant, reactions by peers. The curiosity, am-
bivalenge, and_foars of others arc expressed in staring, teasing, and
avoidance behaviors, all of which have a major impact on the feeling\s
Invisible handicaps such as specific learning disabilftics, mental im-
pairments, and behavioral disordcrs also contribute to body image dis-
turbances. Elementary age children are just developing the capacity to
think about concrete, observable problems, so it is not surprising that
youngsters with emotional and déarning disabilities have difficulty un-
derstanding and )effocﬁv’eiy' compensating for their internal and
abstract ;problems. Their confusion and anxiety incrcases as subtle
messages from adults and peers imply that these children are to blame
for their difficulties. : '
Negative body concepts must be confronted directly yet sensitively.
By helping exceptional children understand what is right with their
bodies, teachers reduce fear, minimize distortion, and help children
place their handicaps in perspective. Like their nonhandicapped age-
mates, children with disabilities are fascinated with the human body
and how it works (Macdonald, 1979): Middle childhood is an oppor-
tune time to take advantage of youngsters', intense interest in body
“functioring because prior to puberty, children are less self conscious.
Anxiety over the bhysical changes that usher in adolescence are not
yet evident.’ o ' *
Two multimedia program packages that aim to develop positive self
concepts through knowledge of the body are Me Now (Hubbard Co,
11973) and The Social Ledrning Curriculum; Level I (Goldstein, 1874).
Both programs are designed for special education populations, par-
ticularly those children with mild mental impairments and learning
disabilities. although teachers of othar types of exceptional children
have used pottions of both programs with success (Grant, 1975).
Awireness and appreciation of body parts and functiens is facilitated
by both multimedia kits, but activities in Me Now are representative
on a "hands on" science curriculum while The Social Learning Cur-
riculum is similar to social studies and health programs. For example,
Me Now includes a functioning torso of the human body that delights
children who are intcrested in the internal body operations. In con-
tradt, several lessons in The Social Learning’Curriculum'focus on
proper health care and hygiene. Me Now includes human growth and™ |
reproduction. The Social Learning Cursiculum does not.
Education for sexuality is directly related to-affective educati ;
provides a rich source of curriculum maler\liﬂkfor . ‘concept
development in middlé childhood. While it is essenflal that excep-
tional children receive basic reproductive information, effective
programs include more than the “plumbing." Teachers who are in-
terested in meeting self congept needs while attending to sexual °
development will find a varietyof suggested activities, resources, and
background mformation in A Teacher's Guide to Sex Education for
Persons with Learning Disabilities (Kempton, 1975). This teacher's
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guide discusses the qualities of the effective teacher and techniques of
- instruction such as roe playing, use of visual aids, and true to life
situations.’ In addition, the teacher is assisted in understanding the"
level of information necessary for children with various dégrees of
mental impairment, Other special education resources aimed at
enhancing® self concept and sexual development in children with
special needs include: ' o

2

1. Personal Growth and Human Relations: A Curticulum Guide for

abled (Fischer; Krajicek, & Borthick, 1974) |
Social and Sexual Development—A Guide for Teachers of the
Handicapped (lowa, State Department of Education, 1971)
4. Teaching Good Conduct and Persongl Hygiene (Harris County
Association for the Retarded, 1969) . ,
5. Puberty in the Girl Who is Retarded (Pattula, 1969) .
e 6. Siecus Report (Special issue on hearing impaired, 1969)

o3

Concepts of sexual self development are abstract and difficult to
understand. The two unique teaching aids described below are par-
ticularly. helpful in teaching children with special needs,

1. Visual Aid Mannequins {Effie Dolls). These attractive cloth dolls
are 18 inches in' height, available in Caucasioror Black. Both dolls
|, are complete with genitals. The female is pregnant; the birth pro,
cess can be shown. The doll includes a baby with umbilical cord
and placental attachment. In addition, a sanitary belt and napkin is
included. (Order from Mrs, Judith Franing, 4812 - 48th Avenue,

" Moline, Tllinois 61265). -

2. Your Changing Body—A Guided Exploration. This tape is for
blind children to use in private. Directions effectivel; teach them
about the body while encouraging self exploration, (Order from In-
stitute for the Development of Creative Child Care, 927 Bemis
Southeast, Grand Rapids, Michigan 49506).

Feelings of Competence

During middie childhood, children continuously ;trive to improve the
motor and cognitive skills they learned in early childhood and to
develop new, related skills. Typically, “lessons” guch as painting,
drama, photography, swimming, and dancing characterize this age, At
the Y and recreation centers children seek opportunities to practice
- skills in groups composed of peers with comparable abilities. Inn this
way, childgen achieve. greater control over their environment and
begin to develop a stable sense of competence, b
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Children with disabilitics ar¢ also adding and refining skills, but
their progress is slower than the norm. Generally, the tedious tasks
special children diligently work to master are those that their peers
perform with little or no obvious effort—at least not obvious to the ex- -

- ceptional child! The skill developing lessons so prevalent in the lives

of normal agemates are not readily available to exceptional children,
thus limiting their opportunities to develop feelings of competence
with peers on similar ability levels.

Despite'the discrepancies between the skills of normal children and
the limitations of fandicapped children, exceptional children do not
automatically develop feelings of inferiority. Affective components of
constructs such as’self concept, motivation, and attribution for success
and failure are believed to be the more critical determinants of
children's performance and concomitant feelings.-Furthermore, socigl
comparison standards of success are becoming increasingly salient to,
children just as conceptions of competence are beginning to stabilize,

N . . ' . . LY ¥4
Since social comparison feedback contributes significantly to the con-

clusions children draw regarding their competence, the context in
which children dearn about their abilities and limitations is significant.
(For an extensive réview of research related to,achievement motiva-
tion, attribution theory, and exceptional children, sce Ruble & Bog-
giano, 1978.) _

‘Teachers can enhance the development of positive self concepts and
minimize feelings of inferiority.in exceptional children by structuring
classroom activities with the following thoughts in mind:

1. It is important to provide children with learning experiences that

allow for personal control over the outcome of activities.

2. ‘I'cachers should provide children with tasks that are challenging
yet take into account children's perceptions of their competence and ’
insure oppurtunities for them to try agaip. '

3. By making tasks relevant to children’s interests and goals, teachers
provide children with incentives to persist in their efforts. (Ruble & °
Boggiano, 1974) :

Rescarch data indicate that Children's feelings of self competence
are enhanced when they link success to internal, stable attributes like
ultﬂity and failure to internal but controllal le attributes such as effort
(Weiner, 1974). Teachers do children a disservice if they always

. guarantee success for them regardless of the effort they put forth

hecause their children do not develop a sende of personal control. The
study of attribution theory promises to provide relevant information
for educators concerned with self concept development in special
children. For example, studies indicate that some exceptional children
are more likely than normal agemates to blame themselves for
failures. This tendency increases throughout middle childhood (Lynch

Arndt, 1976; Chan & Keogh, 1974). L,
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" excellent opportunities far afféctive-education processes that con-

~Aquatics. Materials for each unit consist of skill books, student and

N "
*5
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Camping, nutdoor, apd-enyir tal education programs provide

tribute to children’s self confidence, competence, and self . esteem
\Katz & Bushnell, 1978: Shea, 1977). For. example, Camp Holiday
Trails in Charlottesville, Virginia, offers unique opportunities for
health impaired children to experience the thrill of success in
challenging childhood activities such as games, swimming: boating,
and hiking. The Fresh Air Camp, a'program for emotionally impaired
and learning disabled children, and Camp Gateway, for children with
physical handicaps. are both located in southeastern Michigan, .They,
too, offer a full range of adapted_activities that enable children to ex-
pand their skills in outdoor activities. GraduaNy, even the need for
public recreational programs for exceptional children is being recog-
nized, In some metropolitan areas, public recreation departrents are.
making low cost, adapted recreation programs available to ex. ‘ptional
children at.minimal cost. A word of caution is necessary, however,
After reviewing the literature on therapeutic camping for disturbed
chiliren, Byers (1979) found that the actual ‘content of camping
pr.grams has not been documented and that short and long term goals
of &amping experiences have not been adequately evaluated. Without
further research we will not know if the programs are effective nor
how they produce changes in children's self csteem,

Curriculum progeams that meet childfen's affective:needs for self
competence and simultaneously increase their basic skills include |
CAN (Hubbard Co.. 1976) and SAVI—Science Activities for the
Visually Handicapped (Laurence Hall of Science, 1978). The I CAN
curriculum is designed for children, 3 to 18 years of age, who are
mildly and moderately mentally impaired. The project, funded by the
Burcau of Education of the Handicapped. produced a total in-
dividualized physical education instructional system that emphasizes
and builds upon the abilities of special children. Thé four units in the
kit are Fundamental Skills, Body Management, Health/Fitness, and

class performance score sheets, and game cards. 3
The SAVI program consists of personalized science activities for
blind and visually impaired children from 9 to 12 years of age. These
activities provide children with conerete experiences. Real objects are
used to improve lugi(':al thinking, to enhance manipulative skills, anf to
develop daily living skills, SAVI was not intended to be an affective
education progeam yet the affective benefits are enormous because in
cach activity the child is in charge of discovery, An additional advan.-
tage: to this program is that its usefulness is not limited to visualiy im-
paired or other exceptional children, When the program is‘introduced
into regular classrooms with mainstreamed children, all youngsters
can participate and receive full benefit, i
Responsible decision making is an important aspect of feclings of
self confidence and competence, Teachers who take advantage of all
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“pussible opportunities to gives children practice in making legitimate .

and significant decisions are providing for affective education.

Furthermore, teachers can enhance children's awarcness of the un- -

cnscious decisions they, like all youngsters, make on a daily basis and
then explore how those decisions affect their lives, (For example,
childgen (ln( ide to try a task or not, to express feelings openly or not, to

“ignort other's behavior or not, etc.) One Program directed at promat- .

ing decision making skills is Learning to Dec:de (Ojemann &
Campbell. n.d.). This sequentially structured prugr.nn is designed for
fourth through sixth graders in n-guldr classes, so reading and writing
skills are necessary to complete some  student assignments. Many uc-
tivities are” adaptable. however, and serve as a resource to the
innovative special educator. They include problem’ centered narra-
tives, siiall and large group discussions, role playing, charades, res-
ponding to music, and setting 'goals. Additional practical and theoreti-
cal assistance is provided for teachers interested in promoting respon-
sible decision making and problem solving skills in the classroom. The
Problem Solving Approach to Adjustment (Spivack, Platt, & Shure,
1976) describes methods such as brainstorming, role playing, and
generating alternative solutions as particul rly helpful approaches.
The Classroom Meeting mode of affective education is designed to
help children develop fm-lmgs of self worth and cstablish a success
identity. Within a nonjudgmental group situation, children experience
autonomy and self determination by making decisions and accepting
personal responsibility for those decisions. Furthermore, feelings of
self competence and self ¢steem are thought to increase when children
take responsibility for themselves in a success oriented environment.
The philosophy and techniques of the classroom meeting are
described 0 detail in Schools Without Failure (Glasser, 1969).

Most commercial affoctive education programs are too sophisticated '

for mulnply or severely impaired children with no language or limited
language skills. Establishing a positive self concept in these children is
intricately related to their language development. Walsh (1974)
deseribed a language development curriculum for multiply impaired
children in which the major goal is to establish or increase self iden.-
tisication, To meet this challenge, every a.tivity emphasizes children's
individuality as people of importance, Initially, to establish self iden-

tification, children are assigned their own color. All materials belong-

ing to the children are color cued in an obvious fashion. For exan nle, a
cirele of their color is pinned to cach child, taped to his or her chair,
and i, used to identify the children's names, The color cues, Wthh
even children with minimal vision can see, promote self identification
and positive self concepts through classroom activities involving name
recognition, number concepts, fine and gross motor skills, visual skills,
and reading readiness. [n this program; the children learn to recognize
and say their names. They also learn to like themselves because their
colors and naimes l)rmg them success, recognition, learning, and fun.

\
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Sex Role Development

“Sex role development s an important ctomponent of self concept,
Through the middle thildhood, years, children repeatedly select, ox-
press, and evaluate appropriate sex roles—testing out their perfor-
mance as boys and girls in the safety of same sex peer groups, -

Un the playground, boys organize team sports whereas girls jump
rope, play jacks. and use the playground ¢quipment. Despite the simi.
lar heights and weights of boys und Rirls at this age. spurts and other
competitive games that require high levels of energy expoenditure con-
sistently fall into the male domain, Boys find friends in gangs or
groups: girls form close intimate relationships with one or two other
girls. For both boys and Rirls, every effort is made to be just like one's
same sex peers. Even when male and female interests are similar, as
in reading adventuresome mystery stories, choices are dominated by
the need for same sex h;:r()in(as and heroes, )

" Atabout 10 10 12 yuars of age, heterosexual romantic interests syr-
face in both sexes although girls admit to greater interest than boys. It -
i not unusual for preadolescents to acknowledge *'girlfriends and
“hoyfriends . say they have been in love, play kissing games, anil
. claim that they want to.marry someday (Broderick, 1966). Finding the
©Opportunity, some children normally engage in experimental sex play
A with the same sex agemates. Although ergtic in nature, the primary pur-
pose of this behavior is for children to understand more about their bodies
as male or female, Regardless of the sex of their partner, children are
learning about their sex roles, o

Investigators have only recently explored the differentjyl socializa-
tion of boys und girls in regalar classrooms. For example, Blumenfeld, ~ -
Hamilton, Wessels, and Falkner.(1977) illastrated that, at least in first
grade. boys receive the majority of teacher attention both positive and
negative. Dweck, Davidson, Nelson, and Enna (1978) demonstrated
that, overall, when positive feedback is directed at boys. it rewards the
ntellectual content of their work. Negative feedback js more fre-
quently directed ot boys. but it concerns the form (neatness, etc.) of '
their work. The reverse is true for girls. Positive feedback refers to
form and negative or critical comments are directed at content. Keep-
ing this information in mind, it is clear that subtle unconscious teacher
Practices in the classroom can profoundly affect children’s feelings
about themselvas as females and males, )

Little is known about the special difficulties exceptional children ex-
perience in d(!veli)ping satisfying sex roles. Like their normal peers,
however, gender has @ profound impact on their educational oppor-
tunities. Knowledge of children's sex resulty in arbitrary praclice, dis-
criminatory indgments, and intervention decisions that restrict per-
sonal and  vocational development and violate tederal legislation,
Biases in special education curricula reinforce stereotyped roles and
vocational training practices tncourage selection of traditional roles
(Gillespie & Fink, 1974). In addition, classes for disturbed and learnipg




\ v
disabled children at the vlvmvntdry level are predominantly male and
* reading disorders aré also more common among boys Girls, on the
other hand, tend to experience major stresses: and a decline in
academic achievemdnt during adolescence (Gove & Herb, 1974).
Spc( ial educators have a responsibility -ta pay serious attention to
these factors because children's feelings about themselves as females
and males are an mlvgr.ll aspect of self concept,

Middle childhood is an excellent time to teach yuungst(-rs .lbuut sex
role stereotyping. The cognitive maturity of average children now
allows them to understand that experimentation with a variety of ctoss

sex role behgviogs does not change their internal, stable gender iden- .

tity, but growing awareness of social convention pmhnlnls the actual
pl.u'hu' ‘of cross sex behaviors in most childeen (Parsons & Bryan,
1979). ‘Teachers can effectively minimize the cognitive and emotional
aspects of ster cotyping af this age through several Llassroom pro-

_ oesses, !

—

lm(,fa\( hlldn'n about the func tums and limitations of slere()typmg

!\:

roles. Examples include a female doctor and a male telephone
operator. i

3. In lnfurm.ll discussions ‘and classroom’ assignments, provide
children with discrepant information, that stimulates their thinking.
For example, assign a class report on women leaders.

4. Model andregenous coding of child and adult behaviors and fec)-
ings. In other words, help children understand that being gentle is
human characteristic, not one belonging to females ore.nales alone.

'5. Support a strong sense. of female or male gender identity waile

allowing and evén encouraging expressions of interest and involve-
ment in activities traditiohally sex typed for the opposite sex,

Awareness is the primary goal for children during the elementary
years. Teachers need not be discouraged if children’s sex typed
behavior persists because social convention and conformity are
powerful forces at this time,

Two affective education programs that focus on' sex rul(- develop-
ment during middle childhood are Free To Be You and Me (M¢Graw

Hill, 1974.) and Freestyle (Agency for Instructional Te levision, 1978).

vree to Be You and Me is a multimedia kit consisting of stories and
sungs that stress the importance, of individual differences lhropgﬁ
such themes as cooperation, friendship, independence, and ex-

perignces. Freestyle is a new series of television programs aimed at

reducing sex role st(-r(-nlypmg Vignettes provide children with infor-
mation that stimulates their thinking and feclings about individual
differences and the limitations inherent in traditional sex roles.
Classroom  discussions and activities following the programs en-
courage active involvement with the material. Extensive rescarch
guided the creation of these thought provoking programs and field
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testing is being conducted across the United States, The same princi-
ples of interpersonal relating suggestid in the Freestyle series are also
applicable to the process of stereotyping along racial and disuhility
dimensions. Astute teachers will make use of the relationships and
h;.'lp children generalize their thoughts to all areas of social interaction,
Finally.- a unique affective education progrdm for school age F
children is described in Their Universe (Uslander, Weiss, Telman, &
Wernick, 1973). This program discusses the Study of People and ties
sexuality and sex role development together: Instead of being adult
directed it follows the cues of the dhildeen themselves and allows their
developmental interests to guide the evolution of the program,

.

Enhancing Social Competency

Pervasive social attitudes have traditionally limited the schools' stated
function to teaching academic skills such s reading, writing, and
urithgnut ic. However, a recent review of research suggests that there is
a need for direct teaching of social skills within the classroom. This is
justified on the basis that once’ social adjustment is adequate, academic
skills improve substantially (Cartledge & Milburn, 1978).

The development of social skills is an integral aspect of childrer:'s
self concepts and emotional growth, yet it is infinitely more complex.
i the classroom, covert socialization processes continuously in-
fluence children, Often referced to as the “hidden curriculum,’ these
processes are not well understood by educators, We can only specul-
ate abont the confusion such things as nonverbal communication pro-
duce in exgeptional children, To insure the maximal social growth of
chiklren in mainstreamed and special education settings, it is necessary to
formulate goals” and, objectives and sometimes implement individual
socialization programs. Many teachers realize the importance of this task,
but they are bewildered by the complexity of actually teaching social
skills. 4

During the elementary school years, children experiences, marked
merease incontact with a social world away from home. Mhis ex-
posure to and interactiog with the expanding world of adults and
peers partially determines the course of three components of social
devdopnient: self control, moral development, and pecer relations, -
Classroom processes and programs have been created to stimulate
wrowth in each area, They are described in this section along with rele-
' vant research, '

v

Self Control

Muost school systems are concerned with the causes of and solutions to
student mishehavior. As a result, developing self control, defined as
the “capacity 1o flexibly and realistically direct and regulate personal
achon or behavior e a given situation” (Fagen, Long, & Stevens, 1975),
has become a matonal educational issue, While problems with self
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control are not unique to exceptional children, frequently they con-
tribute to the affective difficylties special children experience as they
grow up. Fuethermore, it must be remembered that many children
with special needs suffer from an,_ excess ¢f self control, Powerfil
socialization: processes teach children with handicaps to keep their
place, to bottle up their feelings, and to limit their self expression,

The process and acquisition of self control is a complicated compo-
nent ot socialization, To remediate  deficits in this area, field
rescarchers have studied a number of training methods designed to
enhance behavioral self control in children, Polsgrove's (1977, 1979)
review of these techniques is an excellent source of information for
the classroom teacher. His. descriptions of rescarch on self manage-
ment methods include: self monitoring, contingency contracting, self
. evaJuation, and self reinforcement, The cognitive methods include self
instruction and problem solving.  {eling and behavioral reversal are
also reviewed,

Numerous practical suggestions for fostering self control in excep-
tional children are available. Schnicder (1974) described a modeling
technique, In this procedure, children with behavior problems are
taught to imitate a fictional turtle who drgws his head in his shell to
control anger. Think Aloud is another variction of a self control
program fue youngsters. To control inappropriate behavior and - pro-
mote prosocial behavior, children engage in daily, individual 30
minute .essions usimg modeling techniques and verbalizations of cog-
nitive activity (Camp, 1977). For children with fental impairments,
Wehman (1975) had successfully used role playing, modeling, and -
social remforcement to increase self control, :

Teaching Children Self Control (Fagen, Long, & Stevens, 1975)
offers a currwula approach to the development of self contiol in elg-
mentary age childeen, The aim of the text is to prevent social and emo-
tonal problems while teaching children behavioral control skills,
Eaght skill clusters make up the curriculum. Four rely heavily on cog-
nitive development and four focus on affective or emotional develop-
ment. The eight clusters are summarized as follows

Selection—Abedity to perceive information accurately.

Storage—-Ability to retain information received.

sequencing and Ordering---Ability to organize actions on the basis

of a planned order,

4 Anticipating Consequences—Ability to relate actions to expected

outcomes, '

5. Apprecrating Feelings—Ability to identify and constructively use
affective experiences, :

ti. Managing Frustration—Ability to cope with external obstacles that
produce stress,

7 Inhihion and Delay- Ability to postpone or restrain action tenden-
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8. Relaxation—Ability to reduce internal tension, (Fagen & Lang, 1979,
p. 70). :

For a review of the self control concept, critiques of the Fagen-Long
curriculum, and representative research efforts in the area of self con.
trol, readers are directed to g special issue of Journal for the Council
on Children with. Behavioral Disorders (1977).

Dealing with Causes of Behavior (Edugation Research Council,
1972) offers another approach. to promoting self control in children,
This curriculum is divided into two parts, K-3 and 4.5, Teachers’ guides
and student workbooks structure the program. although extensive use is
made of classroom activities that may be readily adapted to the needs of
exceptienal children, Using a “causal” approach, this program emphas-
izes looking at the reasons for behavior, recognizes the importance of the
individual, and considers the consequences of the behavior,

Moral Development

During middle childhood. the structure of children's thinking changes. .
In the evolution of conscience, cognitive operations begin to low for
the internalization of moral standards. Younger children have been
practicing a morality based on constraint, [n their view, rules are im-
posed from external sources and they are absolute. Breaking rulcs is

- wrong: conforming to them js right. As children become less ego-

centric, role taking skills andt a more mature morality of cooperation

 develop, In an attempt to-satisfy human needs, rules are now formed

thtough social consensus - vintual regulation and guldance have
become the purpose of rules and this makes jt possible for children to
understand and accept modification of guidelines to fit circumstances
(Piaget, 1948). .

Examples of children's reasoning about ruies are apparent during
recess. In about the ‘thied grade children spend more time arguing.
about rules than playing games. Ry the sixth grade, however, the ma-
jority of children's free time is actially spent playing games because
the functional use of rulss in alleviating disputes has been inter-
nalized. Now that the group can for nulate rules, they can chiange them
to accommodate fluctuating needs nd cumstances such as limited
time, reduced number of players, or inglus cof a bandicapped
youngster,

The: development of good cittzens who make sound moral judg-
menls concerning the rights and welfare of others is a highly valued
goal of affective educat ipn. Achievement of this goal dcpcr ds in part
on cognitive development gnd stimulating social interaction, Conse-
quently. exceptional children, limited by uneven or delayed cognitive
development and marginal social interaction, are aptto function at a
lower level than their normal progress peers,

Research on moral development in exceptional children supports
this view. Taylor and Achenbach (1975) examined both normal and
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mentally impaired students to determine their levels of moral and cdg-
mtive development, The data indicate that moral development is more
strongly related to mental age than any other cognitive operation and
htgher “chronological age does not result in higher levels of moral
reasoning in mentally impaired students, Campagna and Harter (1975)
tested normal and sociopathic children for intelligence and level of
moral reasoning. When matched for mental age and 1Q, normal”
- childrven achieved higher levels of moral reasoning, This data supports
the hypothesis that sociopathy is relited to an arrest in moral develop-
ment, The authors suggested that limited opportunities for role taking
and identification are possible causative factors in de'ayed moral
prowth, 5

‘Two popular approaches to values or moral education inciade
valugg clarification, originally espoused by Raths, Harim, and Simon
(1966). and moral development, which is based on the work of
Kohlberg (Kohlberg & Turiel, 1971). The values clarification approach
offers teachers many structured classroom aclivities designed to help
children determine their own unique value system, Subsequently,
“clarified . values™ are thought to serve as clear internal behavioral
guidelines for children, The moral development approach differs from
values clanfication in that it is based on a specific goal—the simulation
of moral reasoning. Unlike values curricula, however, there are few
specific classroom procedures designed to promote the sequences of
moral growth suggested by Kohlberg's theory (Lockwood, 1978). Since
an adequate review of values and moral development theory and
resvarch s beyond the scope of this section, the reader is referred to
The Effects of Values Clarification and Moral Development Cur-
ricula on School Age Subjects: A Critical Review of Recent Research
(Lockwood. 1978) for additional information.

No specific curricula have been produced to promote moral
development in exceptional youth, However, Values Clarification
Strategies for Exceptional Children (Simon & O'Rourke, 1977) is a
rich source of values activities designed to foster personal growth in
children with special needs, Included are strategies that deal with
authenticity and self disclosure, love, values, feelings and emotions;
and touching. Catchy titles are given to cach activity making them at-

Ctractive to elementary age youngsters, Examtples are; “Show and Tell,”
“Peak Fxperiences.” @ood News Letter,” " Future Worlds,” " Becom-
img Aware of Love,” and “A Man Named Zorba”

Two series of sound filmstri ps for children and two ingervice train-
my packages for teachers based on moral development theory are
avatlable, First Things: Values (Kohlherg & Seliman, 1976) presents a
series of filmstrips cach containing two or more dilemmas or cthical
conflicts for children.in second through fifth grade to consider. The
purpose ofthe filmstrips as to stimulate thinking about such basic con-
cepts s truth, promises, fuirness, rules, and property rights, Max-
imiam involvement in the process of moral problem solving is en-
I FE 62
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coury ed ‘hecause these filmstrips directly relate to children's lives
and portray tha conflicts they experience on a daily basis. -

The second series. also designed for second through fifth grade,

First Things: Sgcial Development (Kohlberg & Selran, 1976), is based
on research ’jddicating that the ability to understand other people’s
perspectives is a major determinant of socia! development, Like moral
development, growth in perspective tanittg ebility, proceeds through
logical sequential lcw and is stiriula.ed by social interaction and ex-
posure to reasoning oie step above the current level of the group. Dis-
cursions based on the stories in the filmstrips are structured to help
children examine the viewpoints of two characters, debate solutions to
social problems, justify their choices, gonsider the reasoning o others,
ceinforce their current skills in perspective taking, and explore and
master higher levels of ethical *hought,

Other sources of values clarification activitics that may b(' adapted
for children with special needs include:

1. Values and Commitmenls(E(lucaliunul Rescarch Counicil, n.d.yis a

~ structured  sequential program for grades K through 5 that s
designed to stir up chilkdren's imagipations and enhance their un-
derstanding, enjoyment, and  acceptance of those values that
humans must live by in a truly civilized, humane society,

2. Vulue'Bingo and Helping Hands (Pennant Educational Materials,

- n.d.) are two games for individuals in grade 4 through Adulthood.
‘Through active involyvement with others, children explore their
values,

3. Values in Action (Winston Press,.n.d.) is a multimedia kit for role
playing and discussion of popular social dilemmas for chlldrcn in
grades 4 through 9.

Both values education and moral development programs are based
on rather sophisticated discussion skills, ‘Teachers of special needs
children may find that inaterials designed for middle childhood are too
advanecd for their children, Careful review of all materials is u(!vised.

)

Peer Relations

b ]
DuPont (1978) described 7 to 12 years of age as the interpersonal stage
of affective development. This period coincides with Piaget's stage of
concrete operations (Piaget & Inhelder, 1969) and occurs when?
children gradually move from the beteronomoug  stage, where
children's affect is primarily invested in adults, to this new stage
where affect focuses on peer relationships. A number of factors are
helieved to influence this shift, Briefly described, they give clues to the
special educator who is trying to assess the affective development of
exceptional children,

I Social Status. Due to physical growth, mastery of language, physi-
cal mobility, and accommodation tu,rules, children require less and
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less parental supervision. Consequently, left more to themselves,
children have the opportunity to acquire social skills.

2. School. While children in our society are forced to be depéndent on
adult regulation for a major portion of the day, school institutional-
izes a peer subculture where children learn interpersonal
hehaviors. '

3. Resolution of Oedipul Conflicts. According to personality theorists
(Erikson, 3963), the resolution of Opedipal conflicts allows children
to make emotional investments in a relatively sex neutral peer
group. ‘ ' .

4. Cognitive Development, 'Concrete operations, decreasing ego-
centricity, role taking skills, and the ability to accommodate the
needs of others lays the foundation for the mutual respect necessary
to develop fFendships. '

5. Moral Development. Kohlberg (1969) indicated that reciprocity and

sharing are evident during the preconventional stage, They are
pragmatic behaviors, however. That is they are used to meet per-
sonal needs. ‘

6. Ego Development. Lovinger (1976) suggested that in late middle
childhood the conformist stage of ego development occurs. At this
time, genuine interpersonal reciprocity am!*Emjal respect are evi-
dent in peer relations, but they exist primarily within the confines
of a small group. Now, a sense of status and
are important feelings for children.

vor within the group

Dupont (1978) stressed the slow evolution of these processes and
made it clear tha, while they contribute to the interpersonal stage of
affective development, it is not known if they occur simultanecusly or

_if some or oné of the processes are more important than others.

In the elementary school years, when children make this gradual
transition from reliance on parents to investment in peers for compan-
ionship, it is through relationships with other children that
reciprocity and the meaning of friendship evolve. Peer groups serve a
number ¢, additional functions for children, including: emotional
security, norm setting, instruction in cognitive, social, and motor skills,
and play. with apportunities for fantasy, shared deviancy, organized
games, and social comparison. Finally, pusitive peer relationships are
believed to contribute to general life adjustment in the present and the
future (Asher, 1978).

Some children do not experience the joys and frustrations of friend-

- ships or the sense of belonging to a group, In an attempt to understand
the reasons for their social isolation, investigators have identified-a
numbgr of variables related to peer acceptance and rejection, For ex-

“ample, personal charactofistics such as names, physical attractiveness,
and race influence: children's choice of playmates. In ads'**ion, school
and classroom situational factors such as population mobility, oppor-
tunities for participation, reward structure for social interaction, op.

portunities for academic success, and the activity structure of the
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cla‘l!.'mfum all influence childn:n‘s'pecr relations (Asher, Oden, & Gott-
man, 1977). The presence of handicaps and disabilitics is related to g
number of these factors and, in part, determines the course of children's
social relationships, ,

Correlational studies illustrate » pusitive relationship between peer
acceptance, emotional adjustinent, and academic achievement
¢Schmuek & Schmuck, 1975), but the direction of the relationships be-
tween the three is not clearly understood. In reviewing the literature,
Hartup (1970) substantiated the power of peer interactions in mediat.
ing the behavior of school age: children, For children with handicaps
the evidence is clear, they often encounter peer rejection when in.
teracting with others, These negative experiences have a significant
impact on their development, :

The remainder of this section reviews research findings on peer re-
lations in children with emotional, mental, and physical disabilities
and a sample of the resources available to the teacher interested in
enhancing the social skills of children with special needs.

Children with pPhysical disabilities are less well accepted by their
peers than nonhandicapped children, Richardson (1969) found that
nonhandicapped individuals feel ambivalent toward the disabled and
thus keep their interactions formal, inhibited, and controlled. Conse-
quently, in addition to having little opportunity for sogial interaction,
the quality of interaction is substantially less helpful in teaching ade-
quate social skills (Bryan & Bryan, 1979). It is proposed that rejection
of the disabled is a result of the value society places on beauty (Wright,
1960) or the process of labeling exceptional children (MacMilkan, 1977),
However, Thurman and Lewis (19%9) suggested that. this prejudicia,
behavior is based«in early perceptual cognitive processes or tendencies to
respond negatively to certain differences. '

The power of perceived  differences ag determinants of interper-
sonal attraction wag demonstrated in g study by Richardson, Good.-
man, Hastorf. and Dornbush (1961). They discovered that 10 and 1
yeas old children ranked figures of the physically disabled children lower
tham .ble bodied children in desirability, Despite differences in the social
s 1ad ethnic background of the children doing the ranking, the same
crdes oceurred in each sample. Beginning with most liked to least liked
they Usted a normal child. a child with crutches and a brace, a child in a
whoetchair, a child with a left hand missing, a child wit a facial dis-
figizres went, and an obese child . T

i en with hearing impuinlmnts are not well liked by their hear-
ing pers and familiarity does not change the deaf child's social status
Aldser 1959). Deaf children experience social isolation and find it
diffic it to form interpersonal relationships (Meadow, 1975). Besides
the obvious limitation in verbal comniunication, parental practices
may limu yecial development, Studies indicate that parents of deaf
childven are frequently controlling ar:d overprotective. Viewing their
childeew o, fragile. they are unsure as to how independent their
childe: < an o shonbd e (Bryan & Bryan'1979).
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For the mostpart ‘normal chiluren do not want children wnh mental®
lmp.nrmonts for lhclr fnunds Regardless of dssessment procedures ’

mainstreamed or in a special class, mental )
likely to be socially rejected (Gottlieb & Davis, 1973; Goodiyan, Gott

lich, & Harrison, 1972). However, class placement does ‘
affect behavior. Mainstreamed children with mental impy
have demonstrated gains in social competence (Gottlieb, Ge pcl &
Budoff, 1974).

Social incumpetence is thought to be the primary reason for peer re-
jection of mentally impaired children, The verbal aggressidh charac-
teristic of some mentally impaired youngsters is suggested as one
specific cause (Gottliecb & Budoff, 1973). Another related factor in-
volves limited role taking ability. Inappropriate social behavior is often
_ the result,of an inability to view another's perspective (Wilson, 1970).

The development of role taking skills is fertile ground for research in
~ the social development of all handicapped children, (For further infor-
' mation see Kitano, Steihl, & Cole, 1978.)

The social status and peer popularity of learning disabled children
have regeived increased attention in recent years, Virtually all studies
indicate that children with learning disabilities are seen as deficient in

“social skills by parents (Strag, 1972), teachers (Keogh, Tchir, & Win-

degerth-Behn, 1974 and peers (Bryan 1974). Bryan (1976), replicating
. an earlier study, found that reiection by peers remains consistent at
least over a 2 year period. Cons.dering these data, it appears that learn-
ing disabled children are likely to experience rejection by virtually all
significant individuals in their environment, yet, like children withf
other disabilities, little is now known about the specific bases for this
rejection, ’

Bryan (1977) found that children with learning disabilities ex-
perience difficulty*discriminating the affective states of others and this.
inahility to read nonverbal social communications persists into adoles-
cence (Wiig & Harris, 1974) The extent to which an inability to read
subtle social cues affects jcaining disabled children's peer relation-
ships is unknown, but it does provide clues for remediation efforts,
Bryan and Sryan (1979) suggested that the social life of learning dis-
ibled children differs markedly from that of their peers. Analyses of
classroom interactions show that these children are more often ig-
nored when making a social overture, make and receive more hostile
statements, are less likelv to be involved with teachers on non.
academic matters, and are criticized more frequently than their normal
PrOgress peers,

Mvths rerarding the social .ul)uslm(-nt and peer telationships of
kifted children predominate American thinking, Contrary to popular
beliefs, intellectually talented youngsters are socially and emotionally
well adjusted (Callagher, 1975), aud this pusmvv social status con-




tinues through the life span (Bryan & nyan, 1979). In addition,
children who are in aceelerated academic programs do not manifest
problems in social relationships ‘with* their glder peers, On the con- -
trary, Justman (1953) ‘found they were less frequently rejected than
‘comparable 1Q classmates who remained with their age group, Some °*
indications for caution are in order for the gifted, however; Payne
(1974) suggested that there may Qe a curvilinear relationship between
giftedness and peer popularity. Acceptance by peers is enhanced by
intelligence up to a point; markedly superior abilities may lead to

- social isolation, Furtherniore, teachers of gifted children are wise to
provide stimulation for affective growth in bright children—so often
they are only rewarded for their acpdemic efforts,

There are’ particular problems in affective growth with gifted
children, [n a review of discipline and related matters, Isaacs (1973) in-
dicated that teachers and parents dealing with gifted children need
special awareness, She emphasized their need for play and the value
of self insight as the key to good mental health, It is important to recog-
nize that giftedness is ot necessarily a key to high self esteem: in fact ,
it may be the reverse (Klein & Cantor, 1976). _— '

The disordered behavior of emotionally impaired children clusters
aroundwo priinary dimensions: aggressive acting out and immature
withdrawal (Kauffman, 1977). Their concomitant, problematic social
relationships have perplexed educators and mental health profes-
sionals for years. Focusing on correlational studies, research on peer
relationships has tended to link traits with peer acceptance and pecr
rejection although they are not necessanly on the same contipuum.,
Characteristics such as excessive anxiety and immature, unprovoked
and wdirect aggression are suggested determinants of peer rejection
(Hartup. 1970). In addifion, egocentrism (Ch;'mdlgr. 1973). deficient -
role taking skills (Chandler, 1973; Neale, 1966), and inadequate
referential commtmication skills (Chandler, Greenspan, & Barenboim, -
1974) interfere fwith the development of social relationships in dis-
turbed’ children '

} Satisfying peer relations are important determinants of growth for
all exceptional ¢hildren, In light of evidence documenting difficultics
. between childven with special needs and their normal progress peers
~and the onset of the mainstreaming movement, further research is
necessary to provide und(:fslunding of all children's affective needs.

The goal of most affective education programs is to. enhance
children's peer relationships. Ohjectives stress the importance of un-

- derstanding others, accepting differences, sharing feelings, working
together. and making friends. More speeifically. research indicates the
following factors influence peer acceptance. First, since acceptanee
and rejection are contingent upon behaviors that vary from group to
group, children must learn the types of responses that are reinforcing

s torfheir pgers and then respond positively to them, Next. children need
o practice aceurate cominunication skills in their interpersonal relas
tionships. For many exeeptional children. the fine distinctions re-
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uired in effective communication are difficult to master and deficien-

cies may resultin their isolation frem peers; A third variable involves
being an expert or doing something well. The social status of isolated
childrén increases if a special talent or skill is made visible to the class
(Asher, Oden & Gottm in, 1977) For example, in children with learn.
ing disabilitics. athletic ability is demonstrated to be highly correlated
with heing liked by pecrs (Sipersetin, Bopp. & Buak, 1978). Finally,
children must know how to go about making a friend. For those defi-

. cientin friendship making skills, direct teaching of helpful tcchniques'

can be implemented in their educational programs (Asher, Oden, &
Gottmin. 1977).

Shaping. modeling, and coaching are three processes used to
develop or change the social behaviors of children with special needs
(Asher. Oden. & Gottman, 1977). Shaping gradually changes bchavior
through the use of positive reinforcement. At first, behavior that only
approximates the desired outcome is reinforced, Gradually, closes and
closer approximatipns are reinforced until the child is performing the
new behavior, The generalization and maintenance of new behaviors
are recurrent problems with this technique. In addition, while shaping
is useful in encouraging isolated children to apprgach others. direct
techniques like modeling and coaching are more effective in teaching
complex social skills.

The process of watching or obscrving others is a rich source of
social information. Based on this assumption, a variety of observation
nicthods have been designed to improve children's social skills
through modeling. For example, television programing is a useful
tool in teaching social skills to institytionali sed mcntaﬂy impaired
children (Baran, 1973). In another residential” setting, Turner and
Balow (1972) used a film of cooperative behavior to produce positive
changes in a group of children identified as emotionally disturbed.
Furthermore. Csapo (1972) demonstrated that pairing emotionally im-
paired youngsters with socially competent peers is an effective model-
ing technique. In this study, the children with emotional problems
were given explicit instructions to watch their models and do what
they were doing in order to learn how to get along better in elass.
Followup 10 days after the conclusion of the study indicated the emo-
tionally impaired children maintained new socially appropriate
behaviors,

Coaching is another method of teaching friendship behaviors, but, to
be successful. children must have the ability to understand verbal in-
structions. the time to practice skills with peers, and the opportunity to
acquire feedback from the coach. Oden and Asher (1977) demonstra-
tedd that “low friend” children who are coached following the above
recommendations im:musu?ﬁiﬁcuntjy on a sociometric play rating,
Followup 1 year later indicfled continued progress. This technique is «
potentially very useful with exceptional children because it is geared
to the individual n(vf'.ds and abilitics of cach child.
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Small group experiences help provide exceptional children with op-
portunities to- make friends. Using a variety of materials and pro-
cedures from commercial programs, Garner (1974) found that
measures of peer status, classroom behavior, and self concept of
children with behavior disorders improved after 9 weeks, Sueh ac-
tivity groups stress active participation in a variety of tasks which, in
turn, facilitate verbal communication, Bardill (1973) reported suc-
cussfully combining a behavior contracting model to aclivities and ver-
bal communication techniques with pseadolescents, Reisman and
Beyer (1973) demonstrated the effectiveness of role playing, games,
and toys in group counseling with emotionally impaired children,
Haaken and Davis (1975) illustrated how latency: age psychotic
children also bencfitted from group work, These children were en-
couraged to try new roles, discover their effect on others, and have
- needs met by asking. Finally, Harth and Morris (1976) reported.posi-
tive behavior changes in emotionally impaired students through a
class meeting approach to group interaction: _

Investigations inty classroom practices indicate the immense impact
“hidden curricula’ have on pegr interactions at school (Jackson, 1968).
When the development of social skills is left to chance, children learn
expectod behavior indirectly and are evaluated ifgplicitly. Such learn-
ing is indecd risky for children with special needs, \n an effort to assist
teachers in developing explieit classroom practices)and curricula that
focus on frienas.p making skills, McCauley, Hliaek. and Feinburg
(1977) described the Classroom Management and Relationship
Program (CMRP).*

. The CMRP is an information fraining and demonstration program
useful in both reguldr amd special classrooms, It is based on research
in four areas of educational psychology: cooperative goal structuring,
classroom meetings, affective education, and group contingency pro-

cedures. Classroom interventions include specific relationship *

development activities and a-daily group reinforcement program. The
20 relationship activities are conducted one at a time in a 30 to 45
minute session, three times per week for. 7 weeks, The group rein-
" forcement program is a classroomwide reinforcement and management
process that attempts to increase children's prosocial behaviors such
as helping, siaring, and approving, Based on a group token economy
system, the following basi: principles guide its operation:

’

1. Kach child counts as one point, ’

2. Each point earned is contributed to the entire group.

3. All points are awarded for positive behavior, :

4. The basis of the program is to increase desired behavior,,

5. Peints are added and never taken away, ‘

6. Positive interpersonal interaction is the most important part of the
group program, ‘ :

¢ A detled deseeptem af the program and nvuluunulfépwusun's are avinlable from Dr MeCauley,

Depactment of Special Educaton Unnetsty of Maune ot Portdand Girham, Gorham, Maitte 04098,
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7. The teacher is' the reinforcer, negotiator, and moderator of the
program (McCauley. Hlidek, & Feinberg, 1977)

Broject Aware (Elardo & Cooper, 1977) is a social development
program for 8 to 11 year old children. In a detailed handbook, 72 dis-
custion activities and 54 enrichment ideas dre described. The activities
are geared to developempathy and role taking skills. Role playing is an
integral part of the program, but additional information on using that

; technigue is necessary to adequately  support the inexperienced
teacher. :

To evaluate the effects of Project Aware, Elardo and Caldwell (1979)
focused on the development of role taking skills, social problem solv-

©ing skills, and the clas sroom adjustment of 9 and 10 year old children
prior to and followin ; the implementation of the Aware curriculum in
a public school. Each week for 7 months the classes participated in two
25 minute discussions with a teacher facilitator, Results indicated that

i the experimental groups gained in respect for others, ability to gener-
ate alternatives to problem situations, creative expression, patience,
and self reliance, '

An excellent, inexpensive book on affective education is available to
the special or regular classroom teacher. The Other Side of the Report
Card (Chade, 1975) is similar to a book of tools suggesting enough ac-
tivities to produce 2 to 4 years worth of affective programing, Units
particularly relevant to peer relationships include: Friendship, Trust,
Tolerance, Roles, Moral judgment, Boys and Girls, Self Disclosure,
Personal Strengths, Decisions, and Survival,

Several commercial, multimedia curricula focus on interpersonal re-
lationships. Althohgh they have been discussed in previous Sections,
their importance in facilitating student and teacher awareness of social

> skills deserves mention here,

L. DUSO Kit D-2 (Dinkmeyer, 1973) is based on eight major unit
* themes, Those most useful in developing social interaction are
Toward Friendship, Toward Responsible Inter-Dependence,
Toward Emotional Stability, and Toward Responsible Choice Mak-
ing. Puppets, posters, activity cards, and discussion pictures are a
few of the many materias that facilitate the program. .

TAD (Dubont. Gardner, & Brody, 1974) has sections on Reaching In

and Reaching Out, Working Together, and Your Feelings and Mine

which are particularly helpful in building peer relations. Materials
that structure the activities inclade filmstrips, illustrations, feelings
wheel, shapes and objedts cards, and student activity sheats,

3. Focus on Self Development (PRA. 1974) is organized in stages.
Stage 11, Pesponding for Grades 244, and -Stage 111, Involvement for
Grades 4-6, focus on socialization activities. ‘

4. Human Development Program (Palomares & Bessell, 1969) is struc-
twied by grade tevels, ‘The group activities are especially useful in
mereasing communication skills, If children with special needs are
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socially immature, they can effectively yse materials designed for
lower grade levels. While simplified, most activities -are not
juvenile, '

A wide variety of curriculum guides and descriptive papers on
“developing Peer relations are available through ERIC. Two relevant
programs are:

.
. !

. L. Program for peer R'elations'hip Development (Salzberg & Smith,
1975). 'This program uses -relaxation training, modeling, rehearsal,
and game playing in a.group setting and iy designed for 10 to 12 year
old children withy behavior problems, .

2. Teuching Interpersonal socjq) Skills: A Prototype Manual of Ac-
tivities (San Diego County Department of Education, 1974). This
“manual provides ‘gumus, role playing situations, cartoon discus.-
sions, and critical incident simulutiun-é"desigm:d to teach social
skills hu.'ducutiunully handicapped clementary age children,” | N
Sound filmstrips that cxplore'aspc(:ls of peer relationships are
available from Guidance Associates, Through compelling stories and
dramatic situations, children are given the vpportunity to react to ex.
periences that oceur ip their ¢veryday lives, Titles of the series, First
Things: Social Studies (Schone, 1975), include "Ygu Got Mad: Are
You Glad?." “What Do You Expect ")f Others?," "What Happens Be.
tween People?,” “Who D You Think You Are? and “Guess Who's In
4 Group!” Another series, Why Don 't'People Suy What They Mean?
(Barr Films, 1978). consists of four sound filmstrips Wcusing on peer
W _tomimunications. These are appropriate for children in third through
“seventh grade.

Enhancing Emotiong] and Aesthetic iixprpuion

The developmenta tasks indicate tha during middle childhood,
youngsters arc experiencing and learning to identify complex emo-
tions. Furthermore, |, wide varicty of outlets for appropriate self ex- ,
pression become available to school age children and provide them

with diredtion fop intense feelings, 1o facilitate emotional develop-

inent in exceptional children two factors need to be considered, "The

first includoes children's awareness and expressinn of affect; the sec.-

ond pertaing to the availability of childhoo experiences and exposure

to meaningful role models, '

Rwareneu and Expression of Affect

.
In the clementary years several changes in emotional development
tiuke place, In thy carly grades, children begin to identify the existence
of two simultancous emotions such gy ldying parents and bheing angry ' -
with thmn.ut the same time, Later an awarenesg of mixed emotions
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develops. For example, children wish to follow both peer and parental
directions despite their oppositional features (Selman, 1976). As in-
tense friendships' torm, children feel the need to express and receive
“affection. Furthermure, they ‘begin to understand that relationships
develop over time. .

.~ Humor is another aspect of self expression . that becomes more
suphisticated during middle childhood. In addition to the delight and
juy children experience in giggling over somcthing funny, humor pro-
tects and defends children from anxiety and self consciousness.

In the preadolescent phase of middle childhood. children develop
crushes. Whether directed at movie stars,singing idols, or the kid next
door, strong attachment feelings produce confusion and even erratic
behavior onthe part of previously sensible youth, *

Although-chilé ren with spucial needs have the same feelings as their
notmal progress peers, frequently disturbances in timing, intensity,
antd expression of these feelings indicate tRe need for special help in

" affective development. Several examples are illustrative. Children
suffering from chronic, progressive discase such as retinitis pigmen-
tosa, muscular ¢YSpophy, and ‘cystic fibrosis must saccept the in-
evitubility of reduced capacity at a time when peers are making tre-
mendous gains in skills, The despair experienced by these children
may blunt the awareness and expression of all affect. Physically han-
dicapped children, infantilized by oversolicitous but well meaning
adults may explode: with rage when teachers in special programs
bugin to teach and expect the use of self help skills. Children with im-
paired cognitive developmunt acting on confused affiliative, sexual,
and dependency needs may experience painful rejections if they bla-
tantly violate covert social codes of behavior in expressing their feel-
ings for another. ' . .

Affective education for special kids is not therapy, but it can bhe
therapeutic. By focusing os normal emotions, special children as well
as others leaen to feol, label, and express their internal emotional
states i socially, acceptable ways, The isolation and limited ex-
perence characteristic of su many exceptional children make explicit
teaching about emotions a crucial aspect of their total educational
program, .

Bibhotherapy is an excellent example of a teaching technique that
facilitates appropriate emotional expression by providing children
with inodels for identification and alternative solutions to problems. A
varicty of books focusing on feelings and/or handicaps are available.
Sucenssful use with exceptional children aids identification and ex-
ploration of feelings: provides information about and insight into a
varietys” emotional, sensory, motor, and cognitive disabilities; and
assurer children they are not alone with their problems. An excellent
souricehook for the teacher wishing more information on this topic is
Helping Children Cope: Mastering Stress Through Books and Stories
(Fassler, 1978). Bouks that help children explore fuelings include the
following titles from Human Sciences Press:
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" 1. Two Homes to Live In, by Barbara Hazen «

2. I HaVe Feelings, by TerryBerger

3. My Grandpa Died Today, by Joan Fassler

4. Things | Hate, by H. Wittels and J. Greisman

5. All Alone with Daddy; Ly joan Fassler '
oY

Books dealing with problems and disabilitics include these titles
{rom Human Sciences Press:
Boy with u Problem, by Joan Fassler
Don't Worry Dear, by Joan Fassler
Please Don't Suy Hello, by Phyllis' Gold
One Little Girl, by Joan Fassler
Lisa and Her Soundless World, by Edna Levine

= LN =
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Other classroom activities that incroase children's awareness of
their emotions include -psychodrama, role playing. creative writing)
puppetry, and story telling, Film making. videotaping, and photogra-
phy require parental permission and extra eluipment but they too
prove to be effective tools in teaching about emotic o and encourag-

«‘ing appropriate self expression through activi patticipation and in-

volvement.

Oue such program using photographic activities to enhance inter-
personal, emotiona! expression in deaf children is described by Doris
Naiman (1977). In this projéct, pairs of children share a camery, The
twe children fake turns using the: camer. in school and takkng the
cimera home. Picturs s are raken daily over a 4 weck peridd. Children
are allowed to photegraph whatever they wish. Teachers encourage
children tn\t/’l abouttheir photographs using all modes of communica-
tion: talking, signing, pantomime, and writing, Teacher ratings indicate
that 18 of 20 children increased their iferaction with peersancluding
communication of ideas and expression of feelings. In addition,
specific examples of increased self competence, self esteem, and in-
ittaiive are described,

{n another program, i film workshop was conducted at a residential
school for preadolescent boys with behavior problems. Each of the
participants made his vwn movie and assisted in the film making of
the other boys. Analysis of caoh boy's script and obscrvations during
filming indicated that film qadang provides opporturitics for ap-
propriate self expression and encourages cooperative group behavior
and impui.,na,’n)ntrul (Arnott & Gushin, 1976), "

A namber Of prog-ams such as The Human Development Program
(Bessell & Palomares, )26y), Developing Understanding of Self und
Othiers, and Toward Affective Development (DuPont, Gardner, ¢
Brody. 1974) have been developed to help youngsters understand their
feelings but none are designed especially for excoptional children,
Furthermore, i each program extensive use is made of visual and
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auditory cues making modification for some exceptional children
necessary. T

Toward Affective Development (DuPont, Gardner. & Brody, 1974)
i$ an activity centered program for 8 to 11 year olds that uses such tech-
mques as games, sunulations, role playing, acting out, modeling, im-
itating, brainstorming, and group discussion to stimulate psychological
and emotional growth, Children's real life experiences are the focus of
the program. One section deals predominantly with feelings. The ac-
tivities help children reorganize and label feelings, understand that
feelings occur in a social context of antecedents and consequences,
and experience and appreciate how their actions influence the emo-
honal climate of the classroom,

Another type of structured program that allows children to explore
feelings is Dimensions of Personality (Limbacher. 1970). This
systematic K-12 epproach to affective development deals withSemo-
tions, groups, awareness, growth, family and peer relations, environ-
ment, and self image. At cach grade level student worktexts are pro-
vided to encourage personal recordings, Through stories, pictures, and
structured activities the teacher safely guides children's discovery of
feelings and  encourages  productive  discussion. One particularly
beneficial aspect of this program is its developmental approach mak-
‘ing adherence to the ghade level format unnecessary in working with
exceptional children. One drawbick to the program pertains to occa-
stonal sexist remarks in the stories, but an astute teacher can use these
comments for additional learning,

Funnybones (Educational Manpower, n L) is @ multimedia kit,
useful in grades 1 through 6, that appeals to children's developing
sense of humor. Through stories, children delight in word manipula- .
tion, tongue twisters, and in big ridiculous words. Since some excep-
tional children have: difficulty with humor, Dale ( 1979) provided these
hutts to teachers working with slow learners, ‘

L. Make sure the double meaning of words are understood.,

¢ Clanfy abstractions and use a minimum of confusing words.

3. Explan distractors and their double meanings in jokes..

4. Match the learning difficulty of the jokes to the abitity level of stu-
dent: i the class '

Following these gideliges helps children gain an appreciation of
humoe, Furthermore, systematic teaching of jokes and what is funny |
ahoctthem provides children with a tool to relieve tension in awkward
soctal momants,

Other classroom materials that focus on emotional expression in-
slude the following audiovisual aids, '

L Posters Without Words (Argus Communications, n.d.). A s¢ties of
dramatic photos that enconrige creative expression,
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. & Brothers, Sisters, Feelings and You and Changes in the Family ,
(Guidance Associates, 1973). Two filmstrip series that focus on feel- i
-~ ings in families. : S

3. Feelings/ A Series (Churchill Films, n.d.). Five films each exploring,
a feeling such as fear, loneliness, anger, and sadness.

4. Personal Feelings About Yourself (Education Corporation of ‘
America, n.d.). A set of seven sound filmstrips that illustrate feel-
ings such as insccurity, shyness, self competence, etc,

5. Moods and Emotions (A Child's World, n.d.). A picture set depict-

. ae ing cight familiar moods and emaotions,

b. Family Feelings (Learning Corporation of America) n.d.). Set of five
filmstrips and two records that explores the joys and conflicts of
family life,

7. Identity [ and Identity Il (Advance Learning Cohcepts, n.d.). Set of

* hardcover books and tapes that explore everyday feelings, moods,
and emotions, ' '

A novel approach to learning about feelings is through active in.
volvement in games such as Bo:y Talk and Tell It Like It |s. The
( Unganie (Pennant Educational Materials, n.d.) and Feeling (Argus
Communications, n.d.). Thesé¢ games are usefyl in the upper elemen.
tary grades. Since they are not designed for exceptional children some
modificitions are necessary depending on the children's abilities,
Finally, an excellent educational television series called Inside/Out
(Agency for Instructional Televigion, 1973 is available, It consists of
© 30, 15 minute films designed to help 8 to 10 year olds understand and
cope with their emotions, By portraying experiences common to young '
lives. the films trigger discussions of feelings and cogcerns involving.
social. e cional, and physical problems. A teacher's guide is available
which provides guidance for facilitating group discussions and sugges.
tions for additional activities,

Adcess to Expericnces and Models

Middle childhood is a ti ne of adventure, Through new, exciting in-
feractions with the environment-and other people, children actively
seek experiences that toster a personal style of growth, |n this process,
work and play activities help children® discover and express them-
sclves, They find that, like their peers, they have strengths and weak-
nesses. Some of their limitations are improvable and . thers must be
aceepted. Because the clementary years are accompdnied by decreas-
ing reliance on mluﬂupurvisiun. mobily and independence en.
Gourage children to sample a wide varicty of experiences until they
settle on o few that fit their necds for self expression.

Exceptjonal children have limited access to experiences  and
madels. By virtue of their disabilitios they must wait for assistance to
participate in - life's adventures, Helping children cope - with the
frustrating feelings of enforced passivity is onc wiy of (.'nhhn(;ing their
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Aruitoxt provided by Eic:

cmotional growth Stll another process involves helping them live
fully and that entwls making the normal experiences of middle child-
hood accessible to childeen with special neeyls. They, too, benefit from
the opportunity 1o pick and choosc their m&'hf.s of self expression,

Art, music, and dance therapy appeal dicectly to children's emo-
hons. 1o a nonstresstul, noncompetitive atmosphere, these technigues
provide exceptional children with .. asure and immediate success.
The key element i each s that, regardless of disability, children are
actively wvolved in the process. Suggested resources available to th('
classroom teacher incude:

L Art for All Children A Creative Sourcebook for the Impaired
Child, by Frances Anderson, describes practical methods for using
art to enhance special child's total educational, emoticaal, and
physical development. 'The author focuses on improving the child's
commumeative and cooperative skills, self concept, and creative ex-
pression
Music Based Instruction for the Exceptional Chlld by Cary
v Reichard and Devs Plackburn, offers suggested resources ang ac-
fivities that relate 1o music based instruction for children with
spectal needs  The paperback book includes song books and
materials for children with mental impairments and the use of
musical istramentsawith exceptional-children,

'l:.

3 Art Instruction for Handicapped Children, by Ann Krone, is an il-

ustrated book based on author’s experiences at the Institute for
Logopedics The book provides background on stages of artistic ex-
pression. motivation, planning, and subject matter, and includes
splendud variety of art activitios,
4 Physical Activities for ludividuals with Handicapping Conditions,
by D Cleddes: is o progtical sourcebook of functional noncategorical
“aChaties presented m\»\uhuviurul objective form, ‘The text is illustra-
tenl wath phiotographs and Tine drawings,

Vicprious expas:tee to the arts is another important affective educa-
hon process Sureounding exceptional children with art and music in-
shils posin e athtudes toward these opportusities for aesthetic expres-
ston Ao addition. many famous works created by handicapped in-
dividuals provide opportunities for teachers to acqus nnl children with
role models

The Natiotal Compttee, Arts for the Handicapped (1701 K Street,
NW. Waslungton 1) ¢ .J)(!Uh) is an educational affiliate of the ]()hn F.
Kenaedy Center tor the Performing Arts, ‘Lhis agency coordinates na-
honwide arts programs for all handicapped children; therefore, it is a

valpable vesouree of information and ideas, One function of NCAH is
o provide small ;,n.mt.«. to those interested in developing innovative
programs [nanother capacity, NCAH is compiling a collection of arts
fessona designed o meet baste skill objectives and simultancously
circh the lives of children with handicaps (Appe o, 1979),
)
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Sports and outdoor activities for exceptional children afe gaining in
) popularity. ‘Therapeutic: horseback riding 15 one activity that has - .
- become a major. movement in the treatment of childre  with physical,
witellectual, and emotional handicaps in Europe. AlY . h acteptance
of this activity in the United States is slow. the. wor.d's largest riding
school, The Cheff Center for the Handicapped. is located in Augusta,
Michigan, anel an excellent manual on therapeutic riding is available
from that center (Juul, 1978). Supporting the vilue of therapeutic rid-
ing, Rosenthal (1975) described positive physical and mental reactions
such as incregses in motivahon, mobulity, andcourage in childven with—
physical disabilities. ‘

Learnimg twskiis an additional innovative sports activity for visually
tmpaired (Miller, 1976) and other exceptional childgen, Experiencing
this activity illustrates to able bodied and disabled alike that the poten-
tial means of self expression for children with handicaps are limitless,

Sports with a competitive approach to winning are available through
Special Olympics, Through participation with peers, children with
mild mental impgirments and variety of other handicaps are
afforded the opportunity to experience the joy of winning and to cope

swith the frustrations of losing, A posttive emotional spirit surrounds:

. these events and nuinerous chilgren have benefited from leagning to
thy therr best in the face of competition with others of similar ability,
Finally, games such as bean bag, cage ball, shuffleboard, minihockey,
and bowling provide avenues for self expression in severely han-
dicapped children (Watson, 1975). .

The following curriculum materials are designed to promote self ex-
pression in children. Although they are not specially for handicapped ‘
children, they may be adapted to meet special negds,

L On Stage: Wally, Berthd, and You (Urhan. 1970). Using creative
dramatics, (.hlldrmklnnl(l self confidence by expressing themselves
within a group and hefore o proup,

2. Theater Games File (Asthetic Education Program, 1971). A collec-

oot affechive improvisitions for children, L

3o The Dve Sense Store (Asthetic Edudation rogram.  1974). A
multunedia program for primary and middle grades designed to
give childeen the experience of discovering, using, and understanding
thew own senses and emotions, '

4. Self Expression and Conduct / The Humeanities (Harcourt Brace &
Jovanovich, nd)). Thiough activity centered books, records, and
sound/fBdmsteps chal@een fearn 1o express their feelings about
themselves to their whrld,

L

Working with Parents on Affective Education

Parents and children experience a new sense of freedom duving the
clementary school years, "I'he patient, parenty guidance and care typi-
cal of carly childhood beging to pay off. Youngsters e mcreasingly
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able to help around the h()lllsu, care for themselves, and transport
themselves by foot, bike, or bus to self determined destinations. Mak-
g friends, practicoing motor skills, and learning in school keep

~children husy, allowing parents time to invest in areas of personal in.

terest. “To the delight of moms anddads, special talents and unique in-
terests develop in their children.'Just as youngsters feel proud to ex-
press themselves through the skills they learn, so parents expericnce a
sense of pride in their childrep's accomplishments. Despite the influx
of demanding expectations from children's expanding social world
and the normal hassles involved in monitoring the preadolescent drive
for independence. mididle childhood  is<an affectively calm - and
rewarding period of development, .

But what about parents of children with special needs? For them, as’
for their childeen, middle childhood intensifies the fruStrations ‘of liv-
g with\an exceptionality. This section illustrates some of the affective
Issues parents face as their exceptional children struggle to grow up
and sugrests materials to help thdn facilitate the progiss,

Parents of exceptional childe®n feel the conflicting demands of
society's imetable for letting children go and the complexity of the
tique, yet sometimes stifling, dependency pdationships that develop
between them and their disabled childegn. Unlike normal progress
peers, independence is not necessarily” inevitable for children with
special needs. The delicate baloncebetween appropriate, supportive
cartng and- doing too much for exéeptional children is difficult to dis-
cern. Parent’s strong feelings of guilt, anger, compassion, and frustra-
tion casily interfere with the clear thinking necessary to maintain an
optimum balance hetween supporting andd smothering.

Children's dimenishing belicfs in omniscient,  rental authority and
thew gpowing affective investment in peers also ¢ ates emotional con-
thets ' parénts. After the extonsive personal sacrifices they have

Juade on behalf of thewr handicapped children, unconscions needs for

sratitude and appreciation may compleate the natural process of
separation. Furthermore, if handicapped children have the support of
peers parents anay  gladly celinquish  partial control  over their
children's Hives. However, when their children expericnce ridicule,
harassment, and rojection by peers, itis extremely difficult for them to
Facilitate the separation and independent growth of their children,
Toassist parents in coping with their affective needs and. those of
thewr childeen several new materials are available, Livitg Fully: A
Guide for Youag People with a Handicap, Their Parents, Their
Teachers and Professionals (Gordon, 1975) 1s written very simply and~
addresses issues such as paren’s conderns  about handicupped

~childien and the psychological problems of youth with minimal brain

dysfunction. Two Way Talking with Parents of, Special Children
(Chirgy, Winn, & Waltgrs, 1978) provides additional help. The goal of
this hook is to facilitate the commication processes of all individuals
involved with speial childeen, Another source of assistonce can be
found an Part 11 of Goldstein's (1978) Social Learning Curriculum.
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This multimedia program concentrates on guiding special children in
their interactions with their familios, Adtivitieos help them assums:
responsibility and work toward independence. Finally, Learning Dis-
abilites: A Family Affair {Osman, 1978) provides practical advice for
parents and professionals acaling with learning disabilities.,

Parents of exceptionalechildren face other dependency issues within
themselves, As their handicapped children mature, they must rely on
the understanding, hnowledge, and competence of educational, medi-
cal, social, and rehabilitation professionals who are actively involved
in making decisions concerning the welfare of exceptional child; en,
This means the normally autonomous function of parenting must be
intimately shared with others, .

“Three new books are avinlable to help parents effectively cope with the
parent professional partnership, ’

v L. Purents Are to Be Seen and Heard: Assertiveness ‘Training in
Educational Plunning for Handicapped Children (Markel . &
Greenbaum, 1979) is a guide in a workbook format, It facilitates
learning the,socia) skills hecessary for parents to express personal
fm.-lin}:s. maintain their rights, und meet the educational needs of
thei ®dbildren.
Working with Perents of Handicapped Children (Heward, Pardig,
& Rremett, 1979) deals with important issues such as the parent-
professional relationship, parent education groups, adaptation of
the home environment, preparation for a babysitter, and out of
school social situations.
3. Handbook for Parents of Handicupped Children (Mopsik & Agard,
1978) offers guidelines to parents epncerning’ the creation of in-
dividualized education programs and procedures for working with

professionals.involved with exceptional children, '
. ’

re

Parcots experience considerable anxiety over the inevitabiiity of
sexual matuety in - their exceptional  youngsters. Such issues us ‘
menstraal hygiene in mentally impaired young girls, appropriate sey,.
nal expression i disturbed young boys. dating for physically han-
dhcapped youngsters, amd acquainting blind children with the anatomy
of the opposite sex are touchy, value laden dilenmaas for parents who
wish to facilitate affective development.

Personal sexual contlicts may also surface in parbnts of prépubes-
cent, exceptional youth, I'he impending physical changes' in their,
children stie up secret beliofs that their children's handicaps are the

Cresultol parent’s sexual misdeeds, Pervasive myths, such as the belief
that masturbation resules in mental Hness. augients parental feelings
of guilt and responsibihty. :

An excetlent film s available to help parents fuce their children's
sexuality. On Being Sexual (St Louis Associauon for Retarded
Childien, 1975) depicts an actual discussion between parents and
protessionals and addresses parental concerns regarding sexual
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development and expression.. Although the emphasis is on retarded
children, the issues are relevant to other exceptional youth,

An additiongl affective issue confronting parents of exceptional
children is the sense of loss they experience as they realize that the
many anticipated joys of parenting are unavoidably altered by their
children's disabilities. Sume parents need to accept the fact that their
children will not grow up or be independent—that the process of
parenting for them will be prolonged indefinitely. An excellent book,
The Disubled und Their Parents: A Counseling Challenge (Buscaglia,
1975), was written to help parents and professionals dealing with
parents to cope with the myriad of conflicting emotions elicited by the
challenge of raising children with special needs,

»

Mainstreaming and Affective Education for Eleinentary Pupils

The integration "ot mildly handicapped childrén into regular
classwpons hay intensified the awareness of all educators about the,
social develofment of exceptional children. More rece ntly, and ap-
propriately so. tke social development of rWless childten has
been included fer consideration, '
In one effort tor mainstreaming of. learting disabled and gifted, a
- program of confluent educgtion 'was used (Brown, 1975, Thornton,
1977). The particular procedures included the analysis of the needs of
cach group and specific content that would facilitate mainstream ad-
pustment. The results are said to have improved social relationships

and self concepts: A sijnilar procedure could be used for other special
areas. -

Psychologists propose that children who constintly tease and make fun
of others do not have an adequate understanding of the other's feelings, of -
farrness, or of interpersonal relationships, Empirical evidence supports
this hypothesis (Selman. 1976). Children low in social cognitive develop-
ment experience difficulties in interpersonal relationships, but training
programs in the key domains, moral judgment, and interpersonal concep-
tions effectively stimulate social cognitive growth and improve: h(‘thI()l‘
(Enright & Sutterfield. 1979), ‘

To facilitate the success of mainstreaming, regular class children
who are low-in soctal cognitive development®can be remediated with
spec: ific techn. ques in the classroom, inright and Sutjerfield (1979)
suggested the following:

Discuss hypothetical dilemmas at a set time'each week, focusing on
teasing behavior and the subscequent hurt feelings,

Al a mutm(- time, conduet discussions of the actual mainstreaming
problems that have oceurred in the course of the previous week.
Handle spontancous incidents as they arise. Exploring moral and
interpersonal aspects of the actual dilemmas is important, In addi
tion, pomt out discrepuncies between past thoughts and feelings
and current behavior and feclings,
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4. Provide carefully moniored cross age or peer helping situations in
which regular classroolp children are given positions of respon.
sihility helping mainstredmed children. |t is essential. however, that
adult interventions guide'active discussions regarding these real
situations, With each altcrn‘ptive suggested above the critical factors
are adult intervention through modeling higher level reasoning and
the relevance of the dilemmay to the children's everyday lives. (For
a compl(rm description of ihe’aprogram see Enright, 1977.) N\

. A series of sound filmstrips, Why. Am | Different? (Barr Filins, 1978),
is available to facilitate understanding of handicaps. Four titles in-
clude: “I Am Different.” *| Am Blind,” "1 Am Deaf.” “I Can't Run.”
The emphasis of each filmstrip is on how exceptional children think
and feel,-what they can and cannot do, and how to treat them fairly.

Encyclopaedia Britannica has produced a series of 10 live action
film portraits of handicapped youngsters. The series, People You'd
Like to Know, won a First Prize at the 1978 International Rehabilita-

_ tion Film Festival. Each film is accompanied by a compz‘ehensivg

_teacher's guide. All are suitable foprmiddle grades and up.
A new film series. Feeling Free (Scholastic, 1978) consists of six
films and guides, Each portrays a “spunky, determined, engaging
. child” who is also disabled. Cerebral palsy, (\yslexia. blindness, deaf-
nass, and dwarfism are the disabilities introduced, but more impor-
tantly. myths about disabled children aje diépellcd in a candid often,
% hum\nmus fashion, -
At:this point. it is evident that the growth of self in interaction with
others is the major focus of development in middle childhood, but it
- may not be the most important issue for all exceptional children in the
middle years. New research in the affective domain, relating to these
complix  processes, contributes to our knowledge almost daily.
Although the recent burgeoning interest in affect promises exciting
discoveries. it is also bewildering to the classroom teachers who are
deluged with conflicting -demands on their time. It is our hope this
review of processes and materials is of assistance to teachers in main-
tning an integrated balance of affective and cognitive goals for the j
education of their exceptidnal children in the clementary years.

-
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| '4 Affective Education for thé{
Special Adoléscent

o

e

- THE VIEW FROM WITHIN. Textbooks talk about how hard it is. _

~ Your parents tell you how easy it is. All you know is that to be an
. " . udolescent is both hard and eusy, a pain sometimes, fun at other
times. It just depends ... On what? Whether your adolescence is
hurd or easy depends greatly on what people are expecting of you
und whether you can meet these ex pettations. Parents, for example.
Itgets harder to live with them, Part of the problem is that you would
really like to be done with depending on them. It’s not that you dgn't
wunt them around as much as you wish they'd just be “around” and
not “into.” If they stayed on the edge of things it might be OK, but
often they seem o get into the middle. Where are you going? Who are
you going with? When.will you be home? They scem to be always
worrying about where you are and what you're doing. What is really
worrying them is the future and so they remind you of it—where you
will be, what you will bedoing. The depressing thing is that some-
limes, deep down, you worry about the same thing. The fact is that it
used to be, us a kid, everybody knew you better thun you knew your-
se,, They could tell what you were thinking by looking at your fuce.
Now, at times, nobody seems to know you. Sometimes that's fine; the

P privacy and independence are great. But sometimes you are lonely, -

. lou ‘ '

-Then there's sex. Well, first of all, there is sex and there is SEX. The
things involved around the edges—like meeting somebody, having a
good time—that part's fun . ., usually. .. (sometimes even that part
is htird to pull off smoothly). But SEX ... that gets heavy because
there's more to it, if you're honest, than just fun. There's a real tug—

) asserting yourself, or waiting, or testing out the other person, or hold-

1
.
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. ing back, or letting 0. All 'of those things to balance out. When you
B - add to them your own unxiousYeelings that you can hardly speuk to
be U2 dnyone about .. well, then sox i n't so easy. .

. ot seems like sex isn't the only thing that's such complicated

. uffuir. Everyhody around from teachers, to PPrs, to purents expect
something from you, ‘and they all"expect something different. But, -
hehind the issue of what any of them expect is the BIG CLINCHER,
whicheis that really, people are talking about what they expect you
to be, not just to do (though they go together). How ubout work | | |
will you make it? What you are going to-do seems to rest on what you
tan do. Sometinies, right now, it seems like not much. Mostly you'd
rather not fuce that question. But it keeps coming up. What will it be?
More school,. .. but to do, to be what? A job ... but just anykind of

> job doesn't appeal. So Gdults keep asking you about the future.
There's a lot of time to decide. Then there's no time left. Hurry up.

As a matter of fact, the word forit allis “threatening,” the word for

- the feeling is "'s_(:urmi"! And if you are “special,” then the adults are
even more concerned and so, you're even more S(:u(f."d\(l/on.u?urud to

the other kids, it seems so mueh harder and the future so muéh more

difficult. What will happen when yous parents are 1o longer around?

“You think about that one g lot! You know first hand how rdugh the

g world can_be; you've been teused, deceived, or ignored enough times
o know that it will prolably continue, even if in a different way,

Where will it gll end up? That's the bottom line. isn’t it? The jumble of
feelings and Jssues, for you, point to the unknown future you're
headed for, sometimes, on o runaway train. Where will you end up?

BASIC SUPPORT NEEDS FOR AFFECTIVE GROWTH

Sometnes s a it o) casy 1o begin a study like this and reflect on
adolescence only as a problem time. Like anystage in life, adolescence
has hoth ats problems and its joys, What wee hope to present here is a
halanced view in consudering some of the problematic arcas in adoles-
cent developiment, particalarly as that development affocts the special

. dolescent who may have a'phyica', mental, or emotional handicap.
Againcas we look at adolescence, we adults may slip into looking only
ab what we have chosen to helieve about that time of life. For example.

( when we only speak about high schoolers as carelree, irresponsible,
sexually permissive, crazy kids, we scem (o be addressing our needs

to see adolescence e a certain way and not their need af all. ” )

I considering adolescents then, lets first ook at what they need: '

S~

Feom the famnly: ; .

I People and the place m which conflict con still be considered heal-
thy. where healthy conflict, frustrations. an problems can be
worked outm asafe atmosphere, ‘

2. Peopleavho hope tor and receive joy i their accomplishments so
thatwncg.an belieye accomplishments are possible,

. 0O~
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- 3. People and a place where one may work out the larger issues-
. . regarding authority and independence.

From peers: ¢ L

1. People with whom one may begin to work out lasting irtimacies,

«  with whom one may share a very privgte self.”

2. The beginnings of same sex and opposite sex relationships in some
depth, eelationships in which vne may come to know oneself better
as well as the other person. :

From school:

1. An environment that fosters exploration, learning, and develup-
ment of one’s talents.

2. An environment that includes healthy adult models beyond the
models one receives at home.

3. A place to work out group and intergroup relahunshlps. to learn
‘about the world at large including the world of work, and how to

? function in that world. .

- ¢ %) -

AFFECTIVE TASKS OF ADOLESCENCE

In order to best conceptualize adolescent development, it is useful to

view the adolescent as a person dealing with three major areas that

need resolution: self concept, social relations, and emotional develop-

“ment as indicated in Figure 1 (page 8). As we scan the issue'\s igvolved
. in each area. particular attention is needed for the special youth.

*  Development of the Self
Y
The first dimension involves the adolescent’s body lmag(' self con-
, cept. and self-esteem. .

Independence-Dependence . N

It is hard for the adult to remember the nature of the conflicting pull

toward both indeperrdence and dependence he or she felt in growing

‘up, Actually the pull began at about age 1 1/2 pot at adol sence! If one
' _ can remember the temper tantrums at 2, the tantrums-"td'do it myself,"
it might be a bit easier to understand the adolescent conflict between
getting away and staying. Young people are caught between the yearn-
ing to be free of parental protection and the fear of being on their own,
They prepare to leave family school—maybe the community—with
exuberance and with a more hidden fear. They leave par¢nts with a
panorama of an imknown future they w.mt but ¢re hardly ready for.
Thus the fear, The arena for the struggl(' is both the home and school.
Here the adolescent works out the issues regarding what it means to
need others and to'be alone, as well as issues of freedom and respon- .
sibility. The child with handicaps that keep him or her physically or
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emotionally dependent will experience the same desire for freedom
but .without the same hope of future fulfillment, The child's fears
about the futue ace often coupled with much more real recollections
of failures in the past’ faildfes gt doing what others do, failures at
comamunication, at retal i(mships.'al all the things needed to truly be in.
dependent, If the fears of separation are greater sometimes so are the
defenses against those foars Thus, the struggle may become nore
focusod on the people curren‘ly in one's life:-home, school, and com-
munity can become g battleground where fears are dealt'with in any
number of counterproductive ways, '

-

1ul Development .
¢ * i

The change tuking place at adolescence is often focused ot sexual
maturation. There can be no question that the development of glands,
growth, and characteristics that mark one sexuaally will have a pro-
und effect on the adolegcent's life. Our-sense of self as a sexual per- !
. son\is bound up precisely with our sex and no amount of unisex writing
» -orclothing cin obscure the experience, Thrpugh sexual ‘maturation
one becames someone different than one wu.{s before, This is the ex-
perience of every adolescent, Sexual development brings with it new
désires atd expectations for intimacy with others, perhaps inti, ~cy
that makes other fears seem more controllable, Sometimes young peo-
ple are well prepared for this change, but often there is very little pre-
L paration for the new sexual development, We say this because no new
' curriculum nor new parental admonitions can really serve when the
preparation required is not only knowledge of facts, but a sense of
emotional security about onesel f that is strong enough to accommodate
the new sexual self T : o,
5 The impaired child with normal physical development but without v
the usual adolescent experiences may suffer more than the typical
frastration and anxiety here. For the emotionally impaiged child, sex-
wal aching out ¢an nf\gn be a signul of the same anxicty, but
misdirected. If one s uxvxiun(:ing'u new self then one is also encoun.,
tering a new fear abouPhow that'self will be accepted. Fear of rejection
5 common - adolescence, but more so with the adolescent who
glready has been rpjected many times in his or her life because of a
particular-handicap. Sexuality and.the newness it brings merely adds
one more item to the list of reasons why this child may be afraid. As,
the list of fears 8rows, so grow the reasons to hide them, ‘

J

Physical Prowess : ' - ‘ \ 7

/I/\(lulnm:mlls seem 1o have an unlimited source of physical energy.

| . [Peaks of physical strength and physical skill carry with them a desire
‘ to excel, compete, or to otherwise prove to themselves and to others
Cthey can win or at least 1o test those abilities, While parents and

teachers will find in their young students a source of joy and admira-
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tion in walching their physu,ul skills dovulop it is easy tu overlook the
afuct that that admiration may carry no little undercurrent of fear and
possible resentment. ina society that prizes youth, beauty, and -
- strengthat is not the rare adult who winces just a little on secing his or
hers passing. It is also not ufiusual to ask our youngsters to fulfill some-
thing we can no longer do. As adults, if we can look at our own pussing
strength, we may get a better idea of what the child who cannot com-
pete or does not compete physically is deprived of in terms of a needed
- testing grounid, Children with handicaps that prevent them from cither
excelling or trving to excel fina itharder to believe in their own power
or ahitity to do many things.

Self hadge
The preadolescent who cancsudgdenly befound looking in the mirror to
check his hair or her.makeup is calling our attention to a time in life
when physicality assumes tremendous proportions. ‘The pronounced
! physical changes u€hered in with pre- and carly adolescence are a sign
of sexual maturation and they make a strong impact on ecach
youngster's sense of self. What one looks like—body image—is not
simply a new narcissism, but a heightened need to try out and explore
. different ways. ‘Fhe preoceupation with appearance is a type of ex-
ploration of one's “self.” How and when one grows physically, secon-
dary sexual characterstics and appearance ingeneral all play vital
parts in attagung an image of onesclf, an imade that goes deeper than
skin. What we want to look like and how we want to be seen can col-
lide with how weare seen, In other words, the adolescent is forced to
integrate again what he or she is and what he or she would Kke to be,
Images and ideals collide and, frequenity the youngster gets caught in
the crash. Obviously, the youngster who sces himself or herself as
physically nfeéror or unattrac tive or different will find this issue a real
slumhlm;, block.»

(:ngm‘nw: Shills

i ven a cursory knowleilge of the work of Jean Piaget (1948) is enoygh to

atgquannt us with the familiar concept of cognitive development, What we
.. have learned from Piaget and others is that cognition develops by stages.
By adolescence, the youngster has developed a new way of con-
(:uplm‘ll\l"'/.mg, In short. the child is now able to think about thought, to
organige his or ber world so . atitis full of unlimited possibilitics. For
the fil#‘( time, the adolescent can separate and integrate what is possi-
ble froh w hut is presently true, Thus, the future becomes not an ex-
tension of what is already known, but sumething truly unimagined. But
how we can con eptualize only has a partial bearing on how we will
do it One must have some hope for a future in order to idealize it,
speaal children may consider"their futures. limited because they see
themselves as limited in ways that are untrue. Obviously, then, when
o : 6, 8
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we speak of cognitive skills we need to recall again the emotional un-
derstructure, the feeling about the future, needed to make the future
come hout, '

Social Development

" The second area of affective growth is social development, the maturing
of empathy aud, with independence, the ability to stand in another's
shoes. Social development involves the maturation of social
skills butit also includes the ﬂbwcring of personal values that will give
one some ground from which to approach individuals and the larger
world, X
_ While much attention 1s focused in schools on the acting out adoles-
cents, there are other forms of behavior, typical of adolescence, that
point to dn(furlying emotional pain, especially- to pain over limited
social skills. When we consider, for example, intimacy as a necessary
task in adolescent development, it is vital to reflect on isolation and
shyness as ways of avoiding relationships, As a teenager is brought
into a larger. more demanding world, he or she can typically react not
so muth with overt hostility as with social isolation. The education of
emotional issues needs to recognize the conflict covered by refusal to
relate. Processes that focus on relationship can provide classroom
help. "You and the Group.” "Relatifig: The Act of Interacting,” and
“"Shyness: Reasons and Remedies” (from Media Press) are three titles
of interest. - .

Parental Relations

As we intimated beforg, many of the independence-dependence issues
are: fought out in the area of parental and teacher relations, but issues
regarding parents and teachers are more complex. While it may be
fairlycasy to see thatadolescents use adults to test out their new sense
of scl:}ka'}vd to fight out the conflicts going on within them regarding the
larger world. what is harder to see ig the parents’ changed relationship
with their adolescent, Ip other words, it is not only the adolescent who
looks out on the world in a new way, the adult also looks at the adoles-
cent in @ new way. Sometimes that 4" is influenced by how the
parent has worked out his or her own adolescence and .adolescent
issues. Parents, for example, who have found it difficult to separate
from their parents may inake it equally difficult for their children to
separate from them, . !
- In ayigne of increased strain upon family life, it may o that parents -
wait until children reach adolescence before ellowing various marital
- and family problems that have existed all along to come to the surface,
Thus, the youngster who is preparing to leave home may suddenly
find that his or her home is disintegrating; the eruption of marital and
family problems may leave an adolescent with a sense that there is or

will be no home to come back to, no haven, garcnls often make the
[ ]
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mistake of helieving that marital discord can be handled with relative,
ease by the adolescent. They find it hard to understand why that same
adolescent spends; less and less time at home. For the special child,
parental issues are exceptionally grave. Family tensions may get
scapegoated on to the emotionally impaired child,- who may be blamed _
for any number of issues which, at their heart, go far beyond anything
of hiswor her causing. Parents should expect that their concern for their
handicapped child's future will grow as adulthpod comes closer. Their
own concern coupled with their child's sometimes hidden concern

. o' er the same issue can lead to family problems that are fought out as

" daily petty occurrences but that are, in reality, far more important,

“ < M

“*®

Peer Relatjons

As we consider adolescent development it would be a mi;}'tuke to con--
sider it as anything but interpersonal. Youngsters se¢ themselves as
they are seen, especially by peers. So, in high school, the great
« tmphasis upon what others are doing or wearing comes down to the
issue of how one sees oneself. One of the healthy u@gs high school
@in provide is any number of groups where a younggter can find a
¢ or another group of yeungsters to share the same interests.
Perhaps as we see ou. clves as different in the adolescent years we
also need to see ourselves as the same. We might also be reminded that
interaction, even i it is conflict, is needed for growth. The special child

- who s ignored, pitied. or teased has the added burden of being
deprived of the healthy interaction that allows for development. The
¢handicapped child who at an carlicr age may have been ridiculed by
peers may find. in high school, not so much ridicule as loneliness. For

an adolescent, being set to one side, passed over, or ignored is as great ™
a problem as merciless. teasing. .
-
LI

The Work World

Social development comes about as one learns how to make one's way
in the world. In fact. in order to “make it,”” more than a few skills are
needed, In actuality, work means not simply duing a job but doing it
for someone and often doing it with someone. In order to work, one
tneds to live up to another's expectations as well as one's own, For the
adolescent, an after school job becomes an important place to learn
what one can do, but also to learn that there are others hesides -
teachers or parents who place expectations on the petson. Special
children who have felt incompetent or insecure about themselves
come to adolescence with even greater need to find jobs so that they
- can get away from conflict ridden family and school relationships. |
Rather than being protected from the hardships of the work world they
need introduction to itin order to feel capable of eventually succeeding
in it, '
iy




Sociul Values .

~

As we have said, it is only as one leaves childhood that one can put
oneself in the place of another. Learning how others feel and what
values “work™ in the world is the task of adolescence, Only as the
adolescent has the cognitive ability to recugnize’ unforedeen
possibilitics, can he or she appreciate values other than the ones he or
she has been shown heretofore, With self reflection comes a better
idea of what one: believes and stands for. Social development can only
oceur as the person comes to Know on what and for what he or she
stends in society. Emotional impairment, espacially, places serious
obstacles in a child's way of sceing past himself or herself; it means, often,
he or she has. not incorporated strong dorms to direct himself or
herself in society. It also may mean he or she is not independent
cnough to truly put himself or herself in the place of another. In the
past, we have felt that sociopathic acting was caused by a lack of a
developed gutlt mechanism; now, we are more apt to feel the
sociopathic child has developed ahabit of not altending to the inner
‘mechanisms of guilt that are present, In any case, it is clear that the
develdpment of social values is built upon the development of emo-
tional life, '

Zéotlona’l and Aesthetic Development

The final aspect of adolescent growth we deal with is zmotional,
development. While the previous two sections have addressed this,
here we concentrate on emotion per se, the experiehcing of life as dis-
tinct from knowing it. '

Experience of Intimacy

Adolescence normally opens the dogr to a youngster's first experience "\
of intimacy especially with the opposite, sex. This sense of €loseness
ends thefeeling of being alone, alienated, and understood by noone A

young person needs to recognize his or her capability of communicat-

ing deeply with another human being in order to develop heaithy relation-

ships and healthy expectations for the future. if children are deprived of

this experience because of some impairment that makes them believe they

are: too different they can become increasingly isglated, Both mental and
physical impairment contribute to youngsters' believing they ‘will

never find intimacy with peers yet experiencinggreat loneliness with-

out it. For example, educable mentally impaired persons may find
themselves cut off from normal peer culture by their own lack of .
social, physical, or intellectual skills, What can be missed is how clear

itis to the individual that he or she is isblated. While he or she may not
recognize the need for intimacy, the lack of it may be writt- 1 in the
myriad,asocial ways he or she secks it. Often youngsters of tnis type

are nevessarily protected by their familics. However, in adolescence it




Sensitivity to Others .

u

may become clear that parental overprotection has had its clear
problems when the youngster craves an intimacy that the family can-
not give, '

(Sensitiviry and Participation in the Arts

We have spoken previously about cognitive growth permitting emo-
tional growth. The field of aesthetic appreciation of art is a clear case
in point. Personal creativity and the appreciation of artistic creative-

- ness grows as one develops the ability to integrate and abstract anew,

At the sang time, as one can empathize with others; the performing
arts grow in importance: adolescents can develop a new artistic ability
because the method of trying vut or acting out the role of another is a
familiar one at this age. Moreover, as cognition grows 'so does sym-
bolic representation—the artistic work of expressing beauty in sym-
bol. Teachers should be careful not to label adolescents as artistic or
nonartistic as they become aware of the many possibilities for artistic

expression, Perhaps our definition of ““the fine arts” might expand if -

we recognized the artistry present in making furniture or acting in a '

play.

-

Emotional development is linked closely to empathy and the ability to

feel " experiences that are not one's own. Sensitivity to others' feel-
ings, values, and ways are opened up as the youngster expenenqes
much more deeply. We have already pointed out how thie development

of empathy is connected to cognitive growth, The adolescent develops,
true sensitivity to others as he or she is able to separate himself or her-

self sufficiently to allow others to feel what they are feeling, to not in-
terpret others always in light of one’s personal problems. Sensitivity to
others " coulds be considered the primary criterion of - emotional
maturity. While insensitivjty is certainly not the hdllmark of the special
child, thé young person with emotional impairment will find it more

difficult to empathize. This is because an impairment touches upon. the -

ability ty organize the world separate from one’s need to see the world in
a ccrtain way, the way that will cause the least pain,

-

AFFECTIVE‘EDUCATION PROCESSES FOR SPECIAL EDUCATION
AT THE ADOLESCENT LEVEL

" One of the challenges facing a classroom teacher is helping the adoles-

cent develop a healthy concept of self, an image that includes a sense

of peruonal worth and compdency. We tend to live up to whatever it is

we believe about ourselves, An adolescent quite visibly will dress,
talk, and behave in keeping with the sense of what he or she believes
he or she is. ,Thus, the special education teacher has a parlicularly

difficult task because the children he or she is directing often are.
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markedly deficient in healthy self concept. Issues of body image, sex-
ual identity, effectiveness, and capability are intrinsically affected by
. any handicap, Almost by definition, a handicap places restrictions on
ope’s sense of self, It is casy, particularly in the adolescent years, to
believe that a handicap mars one's inner self. It becomes a self fulfill-

ing prophecy. That belief itself works toward distorting the inner "im-
v e s casy tosee how learning gets thwarted by the conviction that
"special” equals “unequal,” or worse still, “abnormal." That convic.
tion, of course, is implemented by a host of experiences showing the
special child how “different” he or she/is. We have only to remember
the great emphasis adelescents put upon beipg “the same™ as peers
{dressing the same, liking the sumc,lﬁusic) to realize what harm the
label “different” does when one believes it, Fortunately, the whole aim
of affective education is to provide to special students assistance at this
precise place, ‘

At that junction in personality (the arca of feclings) where labels
hurt and harm most, affective education comes in, The teacher of
affective education has as a purpose to explore. feelings, experiences,
values, and labels that young people have placed upon themselves. or
their world, feelings that color how they see what is hefore them and
what they do with the future. QOur aim in cducating a student about his
or her emotional side is to reach into the very level from which a per-
son most-often gets or may need to act. While it may seem that the an-
gry acting out young person has too many feelings, the truth is that his
or her action’s are a substitute for feeling, Often he or she is trying to ig-
nore or suppress feelings too difficult to acknowledge. In a non-
therapeutic situation that is “real,” a teacher can get to the emotional’
aspects of personality that are in need of development, '

»

Processes to Enhance Adolescent Self Image

One of the first things to bear in mind is that even in adolescence, heal-
thy self concept is fostered by modeling. It is easy to overlook how ae-
pendent teenagers are on adults because they appear to be solely in-
fluenced by peers. Since youngsters spend much energy testing, it may
appear that they are testing only teachers, parents, and other adults,
Often they are just as much testing themselves, Thus, adolescents, kike
younger children, need to know who they cen look to beyond them-
selves (and peers are reflection of self) for guidance. We ought to
recognize that the disaffection with adults so common to these years
comes both from the need to separate and the feeling of having been
fooled by adults, With the growth in cognitive development comes-the
realization that adults themselves have organized the world in a par-
ticular way, a way that is not the only way things could be. Yet, while
growing up children often hlave been given the impression that things
are the only way they can be, More than this, they have taken for them-
selves and been given the impression that what adults know is all
there is to know, the way adults act is the only way there is to act. The
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other part of the disaffection is that with the feeling of being fooled is
the desire to be like certain adults around them, the desire to grow into

an adult. So there arises a natural conflict which instead of being

fought within is often fought with the significant people around them.
Praisc is  particularly helpful way to foster positive self concept in a
classroom Lut we ought to be careful to structure things so that the
praisc can come from peers and not simply from the teacher. For this
reason a variety of group processgs can be helpful in giving adoles-
cents the kind of healthy sense of themselves that we want to foster.

The group process interventions, such as those developed by
Glasser (1969), illustrate well what we mean. Glasser made the most of
what is a very natural situation for adolescents. Being in groups,
especially being seen by peers, approved by peers, and working with
peers, is what young students find most natural, At that time in life,
because peers are important for testing out seff and'roles, as well as for
getting trusted feedback, use of groups in classroom affective training
is particularly apt. Glasser used class meetings and smaller groupings
to gather students in order to discuss some emotion laden issue that

had surfaced in the classroom. He, thus, gave the teacher the oppor-

tunity to bring relevant material to the teaching situation as lessons are
structured around-class issues, The teacher here serves as a facilitator
to encourage self reflection and active listening with its aim of solving
some class issue. For example, a class meeting to discuss with a stu-
dent his or her destructive behavior might focus on larger emotional
issues of responsibility to peers. Such a discussion takes away the
ability destructive behavior has of making it a conflict between teacher
and student alone. Again, in a mainstream situation where issues of
separateness may become more graphic, it is vital both to effective
classroom management and to healthy self development that under the
surface tensions related to being “special” or “normal” be airéd,
Group methods like Glasser's allow issues of self concept to be raised
as students explore their feelings and are encouréged to resolve them
rather than bury them. They also permit healthy confrontation that
comes not from the teacher but from other students as a pupil is re-
quired to face up to the consequences or meaning of what he or she

‘may believe or may be doing. The Developmental Education Program

developed by the Minnesota Department of Education (drawing
largely from Mosher and Sprinthall, 1970) stresses the assistance of
the: school counselor in classroom group work with the teacher. The
curriculum, which could be used by teachers alone, focuses attention
on aspects of learning to separate oneself from others, Appreciating in-
dividual strengths and differences and reducing stereotypes are two
arcas that are emphasized. The recommended processes suggest in-
teresting role plays, behavorial observations, readings, and peer in-
teractions, ' ’

" One unit that concentrates on self concept development, for exam-
ple. suggests that the teacher set up interviews with himself or herself
in the presence of the class. The interviews would focus on issues of
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identity and would be followed by the students selecting pictures for a
class collage of the teacher, Following this, each student would make
his or her own collage but not identifying it by name. These would
then be exchanged anonymously and. in small groups. pupils would
analyze the collage using predetermined questions. ‘The questions
would explore feelings, putting oneself in another's shoes, etc. In

‘another exercise, class discussion is built around a moral issue

“Should Juan tell the police that friends are selling marijuana to young
children (including his brother)?” The interesting thing about the dis-
cussion js that the bases for these questions are grouped under.
Kohlberg's stages of moral development. Students are helped to recog-
nize various motives that bring about decisions. _ '

As we have mentioned. sexual identity cannot be wmratcNgg;p
self identity. With that ir mind, the teacher concermed with affedt
issues, especially self concept, recognizes the place of sexual-affective .,
education, Learning that only places emphasis on biological, health,
and social norms overlooks a most important factor in neglecting how
students feel about sexual issues. The special child can have
heightened fears about sex roie and sex competency, fears that ..eed
resolution whether it comes from personal disclosure or from acting
out in a “safer” group situation where frightening issues are high-
lighted for all to meet. The teacher who ventures into this arena should
first.come to know his or her own covert sexual biases. Fears and emo-
tional issues will be touched: a teacher who is reluctant to allow or
bring up significant matters with students may find that his or her re-
luctance comes from something deeper within himself or herself. To
help in the process, a number of multimedia presentations are availa-
ble. Media Fair, Inc. (Vienna, Virginia) offers short films for classroom

~use. "Sex Roles: Redefining the Difference.” and “Contraception: A

Matter of Choice™ are two of several that offer sufficient material for
lively discussion. i
Affective education in high schocl years that neglects self image
misses the mark. Concerning self esteem . teachers need to concentrate
on the particular struggle with emotion that adolestents meet. Esteem
is connected to many diverse issues, of course, but competen-
cy/incompetency is one primary area. When dealing with both the
special and normal pupils, attention should be paid to how an in-
dividual fecls about what he or she cannot do. Accepting limits is no
small matter for adolescents who often push themselves to fatigue.
Nor is it a small matter as they leave high school for a larger world to
be realistic about both their strengt hs and weaknesses. One can derive
self esteem from leurning how to, “fail,"* from knowing that missing a
dance: or a game, or failing a test, an audition, or a try-out can be survived.
Self concepts not based upon reality are doomed to eventual failure,
* Atthe teacher's side in helping adolescents directly cope with gtress
are classroom processes that help make sense of our emotional strug- -

~gles. The Human Relations Media catalogue (distributed by Media

Fuir) lists titles of films that could serve group discussion well. "'Your
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Emotions: The Coping Process,” “Developing Self Respect,” and
“Becyming an Adult: Psychological Tasks of Adolescence™ seem par-
ticularly apt. v,
Besides films. any number of fiction books can be found that illus-
trate dilemmas in personal growth, These can be useful as a takeoff
- point in discudsion. Two Blocks Apart (Mayerson, 1965) used the drug
experience of a city youth to illustrate some personal issues of moral
choice. Short Stories (Cheever. 1979) traced incidents in the lives of
affluent-Amaricans that could serve as d_iscussion of personal dilem-
mas.

.
-

Processes for Enhancing Adolescent Sacial Development ’ ’

" The second maior area of affective education is continuation of social
development. In fact, adolescense is our last chance for major develop-
ment. The awaking of new social concerns opens the possibility for
growth. Too often it is easy to forget that the primary social unit the.
adolescent still must deal with and function in is the family. While
parent/teenage issues have been a common focus for several decades,
itis only ih our day. with the fragmentation of family life, that we are
recognizing that part of the issue for adolescents is not only how they
view their parents, but how their parents view them_ It is not atypical,
for example. to find that a - families come to experience greater stress
the stress results in a more open conflict when the children reach
adolescence. Whatever the causes, yoyngsters are often given an ad-
ded unfair burden of feeling guilty for causing parental conflict that -
had roots in other places. Emotionally impaired children especially
may believe that the cause of family dissolution is directly tied to their
problem. Thus, children must cope, not only wiﬂ) their own need for.
separation, but with parents' needs (and some endemic to our society).
The fact that the divorce rate in families with special children is higher
gives evidence to the reality of stress. Raising a different child is not
easy. Sometimes sacrifices come hard. z

Thus. in dealing with parent issues in affective education, the
classroom teacher should bear in mind the particular stresses of
divorce and dissolution parents can have that become part of their
offspring’s feeling of stress, Socialization skills, thus, must help the
adolescent comprehend the complexity of family issugs, many of
which are hidden from view. The Human Development Program: In-
nerchange (Ball. 1977) directs attention to materials that foster aware-
ness of others and communication. "My Parents are Gettiag a
Divrce,” and " Adolescent Conflict: Parents vs. Teens” (from Media
Fair. Vienna. Virginia) may shed light'on two aspects of parent/child
interaction. : )

The first film. for example, explores a common phenomenon of
divorce occurring in families with adolescents. The film seeks to ex-
plore divorce a3 experienced by the young person concentrating on the
issues divorce raises for the son or daughter obgerving (and being

1,” T,




3

LN
drawn into) muritZal disintegration. It provides insights and incidents
that touch on a common national trend that provokes crisis in psy-
chological develgpment for all family members. Discussion following
such a film could casily cover many arcas that cadse serious emotional
pain for students, issues around commitment, friendship, and conflict
that are dirgsitly related to every adolescent's life., J

On th® other hand, more processes are needed than those dealing

-~ with parental relationships” Special children often feel most inade.
quate vis-a-vis theig nonspecial peers. Often these children have been
poorly socialized: first encounters with numbers of regular students
can bring painful experiences of rejection, -The special youth's at-
tempts to fit into a group may be awkward. A#ective education should

« o provide a framework for socialization by helping youngsters deal with -
painful emotional experiences and by teaching new skills. Self control
and the ability to be intimate, 1o withstand rejection, and to be non-
possessive of friends are all aspects of social skill, -

Group work, again. is the best vehicle for developing social skills
particularly becausethe setting itself is social. “Lifeline*Values Educa-
tion Curriculum™ (McPhail, Ungood-Thomas, & Chapman, 1975)
offers units designed to focus on altruistic behavior.

‘In a series entitled “In Other People's Shoes™ gucstions are rajsed
from poster illustrations. “questions requiring some empathy in ofder
to be expanded upon.” Ypu are attracted to a girl/boy, but she/he ig-
nores you. “What do you do?" or “Your mother adopts teenage
“fashions. What do you do?”" ire two that help the class focus on their

. feclings vis-a-vis others. : ' )

Discussion Book #2 of the Proving the Rule section emphasizes ex-
‘pectations placed upon us by society, Units like “Not part of his

L job. It not my business,” and *Should | stay?” present short issues
for discussion that ask students to examine the meaning and cOnse-
quences of various choices. Teaching Children Self Gontrol (Fagen, -
Long. & Stevens, 1975) is a manual for teachers that focuses on a-
behavioral approach to self control. Developmental Education
(Miller, 1976) includes components in its curriculum that direct atten-
tion to establishing appropriate social relations. Unit 3 in the model
curriculum for young adolescents (Erickson, Colby, Libbey, Lohman,
“The Young Adolescent”) provides a central theme around friendship.

' Some interesting activities include making a list of one's friends at
various ages, checking how much carry over or change there is over

‘,\‘f“ age and why. and issues regarding the disintegration of a recent
. - fricndship. Inner-change (Ball, 1977) also includes units on such
y. social skills as conflict management. In that particular unit, students
are supported in their structured effort to formulate individual ways to

« recognize and manage conflict. An overall objective is to have students

-

) L sce that conflicts are a part of life, that some are unnecessary while
others are not, and that most conflicts can be managed. “Circle Ses-
sions” discuss such issues as ' Almost Got into a Fight' (to help stu-
dents recognize what triggers their anger and to recognize how, in the
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past, they have been able to control it) or "Dyads” that praetice listen-

ing to and giving messages that accept responsibility or that blame *

another, - . '

Processes for Enhancing Emotional and Aesthetic Expression

3

Qur third arey is enhancing emotional and aesthetic experience. These
are altitudes, values, and simple affective feelings such as being happy.
Creativity and the expressive arts are part of the heritage we wish to
. share with our yohng, At the same time, as we focus on relationships
in emotional growth, the issue of ‘sensitivity to. others must be ad-
dressed. For the sake of clarity we might here touch on education in

" values, ‘ h
' Values education may seem at first a relatively contemporary
- phenomenon. However, one has only to recall Readers from before the
" first quarler of thé century to realize that early educstors saw a clear
maridate tg instill values, While, to our thinking, “instilling" values
smacks of autocracy, a fast changing society has left youth rudderless.
d Contemporary attention is again fogusing on values in edu(':atii){!). The

sensitive teacher, of course, must ‘be- aware, of commumty Afeeling

. regarding values teaching but it sedms foolish to mask the fact that
«*. - values, indeed, are taught and not simply “clarified," .,
: As a matter of fact, values are transmitted in two stages—inculcation

and clarification—that are inclusive of one another. In the first, there"

»

may be an unconscious or conscious absorption of what one witnesses

or hears. Such a process occurs in ¥ variety of ways but especially
-from modeled behaviog. In the second, an individual reflects on what
ke or she may or may not hold in importance. Often, this comes about
in a situation where a value is guestioned or tested. What can be over-
looked—and this is our point—is that in the very question (let alone in
the handling of.jt) is some attempt at inculcation. Cognitively, what is

R ~ happening is that a person ig only able to absorb in stages the princi-
ples on which value structures are built. According to both Kohlberg .

~ (1968) and Piaget (1960) only in adolescence is one able to abstract
. 'sufficiently to comprehend possible underlying value structures that
we can broadly call “altruistic,” let alone those springing from a con-
- cern {or social order and norms. Many educators are willing to admit
thwt téachers do, wittingly or not, expose students 1o their own values,
i, The issud appe-rs to be served not by false polemiics but by a recogni-
“tiogt of the community’s desire for the inculcation of values as well as
its fear of particular values or what may smack of autocracy. Basic to
" emotional development, However, is the maintenance of personal
values and the recpect for reasonable values held by others. The
teacher will have a place in that process. How conscioys, how direct a

place is the issue before parents and teachers, ' : «° '
For those teachers who will “teach values,” the Lifeline: Values

Education Curriculum (McPhail, 1975) units offer help. A primary

theme of the series involves sensitivity tp self and others. The develop-
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ment of ethpathy, self determination, and a concentration on the inter-
personal situation are themes touched on throughout. In one unit, for

o example, i saries pf humorous posters asks students to look at the con-
sequences of a variety of situajons such as "Someone props his cir up
on bricks while he works under it or "Someone makes an
anonymous phone cail to'tease somebody.” In anothér unit, "Points of
View,” situations are given from une viewpoint with questions asking
us to examine that view; on the other side of the card the sam situa- -
tion is described from “another viewpoint, followed by moré ques.
tions. One card. for example, describes two sides of a breakup it a
steady dating situation. Both sides *ure presented convincingly to
evinge active discussion. ,Values Education, (Raths, Harim, & Simon,
1966), which uses the “values clarification approach, explores

. problemigtic issués eoften’ from a “situational context. The secondary
curriculum developed by DuPont, in* Toward Affective Development

(TAD) (Transition in print) also focuses on values foundations using

brainstorming and story writing as well as discussion. The DuPont
program focuses on the integration of affective and coghitive‘sk_ills in -~ «
developing. emotional life. While the young adolescent series is in
press am examination of DuPont's TAD series for younger children
can ‘give some indication of -the adolescent series - The series, for ’
younger children, forexample, is exceptionally well formulated and
includes many imaginative classroom activities in addifion to problem -
discussions, Present.information indicates that Transition will
emphasize, fot the junior high age. values of self respect and regard

for others. Activities include scenarios to write out, simulated encoun- *

‘ ters, and directed qbscrvati% as well as group-discussions,

. Values education, sensitivity to others and to one's inner convictions
+are allthemes that are included in moral education, While the topic has
-1 beenresearched (Kohlberg, 1964) since the 1960's, the field is fraught
with practica’ problems. Teaching a particular set of morality in a
.~ "pluralistic society is not negessarily sanctioned. As Kagan said, "We

v, must’ .(;()n(':dcritrut_c on ghe democratic values’ about which there is argu- -
ment” (p. 13). What we espouse here is rather the recognition that in

t -teaching values. moral/ethical concepts cannot be ignored, nor need

they be. Protesses that include role playing and analysis® of problem -

v $tuations are most effectively used in a classroom to explore relevant

TG - issues that touch on moral ones. Thus, using, for example, a filmstrip

~ such as "Pursbcctivus.or_l Death” or "Abortion: A Rational Approach*
" the sensitive teacher will need.to recognize that moral development ig
explored when values or altruism are discussed. Again, sensitivity to

"parent and to adolescent concerns both will help the concerned

Aeacher not simply take the safe course of silence but approach affec-

tive deyelopment recognizing the holistic work he’or she has under-

.

ot
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B Cﬂm the teacher of the gifted, recent work has been done on valyes
. "l,. education, Walker (1975) dealt with developing values in gifted
. . children through contrasting ' competitive. and cooperative social
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designs. He presented ways of including values clarification in
classroom activities with a focus on group problem solving and leader-
ship training. Daddario (1977) advocated atfertion to democratic
values as a complement to the usual enfphasis on science for the gifted
so that they will be able to apply sciehtific solutions to social problems.
* . Gensley (1973) took a different approach: stimufing curiosity, risk
taking, and imagination are seen as the keys to affective education for
the gifted. . S '

' THE SPECIAL CHILD ESPECIALLY

ThONOOd ’ . ) Sty .

. N

Teachers of special children who have already seen the need for affec-
tive education may also have seen how little has been developedfor
this kind of child. 1i seems strange that evgn as the emétional compo-
nentof growing and learning was being explored, there was not an im-
mediate recognition that' children withgspecial issues in development
. would have a particular need for an education that focused on those
issues. It is no secret to the special educator that every “special®
problem—be it mental impdirment, physical handicap, orlearningdis-
ability—carries an emotional component sqrely in need .of remedia-
tion. At the same time, special can be used in a broad way-when refer-
ring.to the gifted child. Here, part‘iculay issues df emotional growth
. must be considered when we teach the child who has advanced cognij-
- live growth. Particular attention has been given to the gifted and affec-
, tive education by Sisk (1978).'She has.developed a humanijstic enrich- -
ment program of 10 “'enéuntet lesgons” that are suited to adolescents
) as well as younger children. These lessons facus o thinking about
# . who one is and could.be and how one relates to others, The combina-
tion of adolescence and giftedness makes for arare oppbrtunity for
creative affective education, and it is nceded since affect seldom.keeps
- up with cognitive growth. Brown's Confluent Education discussed
N previously has been related specifically to the gifted by Phillips (1976).
Hogan and Garvey(1976) have defined the humanistic talent for the
*giftcd as the ability, to reason well with complex social, moral, and
political problems. This series of papers and reports is an’impaortant
resource for the teacher of gifted concerned with affective compo-

nents. * ‘

Where to Go - ‘ ‘

As we have said, a search of the literature reveals very little when we

look for affective education materials that are prepared specifically for

the special child. When we look for affective education for'the special’
adolescent there is even less, The one bright spot, the one exception to

the paucity, is in the field of sex education, Here, much constfuctive
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work has been done. While sexual development is not necessarily the
most crucial issue for an adolescent, there is litile help in having an
academic  discussion  regarding  whether  sex education is needed.
. Suffice hore to recornize that it is an area with a clear atfective dimen-
sion; it is one issue in adolescence in need of exploration, one emo-
tienal area in which the schools have become willing to enter, Sex
education materials th 4 are wailable for the special child may provide
an avenue for classroom trea*ment of other emotion laden issues con-
nected to it issues such as self esteem or shyness, for example,

Sex Education—Special? )

When searching for materials, the careful teacher will want to keep in
mind the particular issues he or she balioves are in need of explyration
with this particular group. Mentally impaired <hildrr .., for example,
may need basic inforinative materials ti.at focus a'sc. o 1 basir: intersex
socialization, Emaotionally impaired,children may v.2ed vae kind of cur-
riculum that will allow them i explore some “ery. personai fears
regarding relationships, or that will permit some airing o{ previously
frigluening sexual experiences What we must keep in mind is that for
every adolescent, discussing sex harbors laycrs of material that’
touches un some very basic issues of personal competence, not about
. performance but about relating. Sex education that omits exploration
of fears or values misscs the mark because it treats an emotion laden”
issue as if the emotional component could be ancsthetized. Teachers
need to look at just how much ancsthesia thoy are applying toa touchy
~ subject and for whose benefit, theirs or their students. At times we
miss the mark when, in an attempt to be "relevant,” we focus on "con-
temporary problems” {e.8. abortion and women's-rights issues) while
leaving out the truly relevant issues of. individual feelings, anxieties,
and frustrations.

We mentioged that materials in sex education for the special child
are largely found in the area of mental handicaps. Because the material
is somewhat scattered in both depth and broadness of curricula, what
follows will be a brief list of some materials—without endorsement of
any i, 'We hope this list -will give some sense of what special educa-

tion mateeials are available so that the individual teacher can decide
how “specially fixed" he or she needs the material,

Materials in Sex Education

A ‘Teacher’s Guide to Sex Education for Persons wih Learning Dis-
abilities (Kempton, 1975). This paperback guide focuses on the
retarded, theugh applications are possible to others,

Sexuni Development for the Developmentally Disabled (Fischer, Kra-
jicek, & Borthick, 1974). This booklet is centered on low level func-
tioning persons. It is bascd on the interview method using draw-
ings. %)
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Be Informed on Marriage (Phillips, New Rr aders Press, 1974). This
booklet deals with marriage and interpersc nal relationships,

A Curriculumr Guide in Sex Education for MR's (Steward, 1973).
This book focuses on some basic hiv.logical issues regarding
reproduction and puberty. :

Sexuality and the Mentally Handicapped (Kerryston, Stanfinld
House, 1976). A set of seven slides covers the basic physical issues
in sexualitly,

Human Sexuality: A Portfolio for the Mentally Retarded (Planned
Parenthoud of Seattle—King County, 1975). These 18 by 11 inch
plates illustrate aspects of human sexuality,

. Adolescent Conflict Series: Coping with Jealousy (Guidance Associ-
- ates, New York 10017). This series of five filmstrips, while not
focusing on sexuality per se, scemis suitable for explanation of in-
terpersonal issues particularly with troubled youngsters.

Preparation for Parenthood (Sunburst Communications, 1975). While
not geared for the special child, the filmstrip offers relevant
material suitable for discussion with youngsters in problematic
situations, ' .

- d

Scarg left by handicaps of all kinds always, a]ways g0 deeper.thar; is

apparent: the emotional undercoat. The handicap it touches also is in
need .of hea'ing. What ‘this book hopes to convey bears saying
repeatedly: true learning touches on all those emotional elements that
cither stand in the way or foster learning; true education must involve
that part of a person that helps make him or her value himself or her-
self, others and the world he or she lives in. Childrerr with handicaps
especially need that focus vecause their deprivation lies deep.
Remediation for them must cover more ground and go much farther
than the three R's if we would ever prepare them for a place in society,
Again, affective education. » '
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5 A Brief Look ot Evaluation
of Affective Education
Efforts

There have been references to efficacy studies of various affective
programs throughout this book, particularly inthe preadolescent sec-
tion. These final pages will not be an exhaustive or detailed review to
prove that affective education works or does not work, The magnitude
ard conseguences of such an enterprise, considering the probable
results, would take teachers into matters of dubious utility.

What is proposed is far less ambitious. As a party to affective educa-
tion efforts, what awareness should a teacher have? After all, the evi-
dence on a particular reading program may not be definitive, but a
teacher "sees” the results” The evidence for affective education is
seldom that clea- or dramatic. And it is fair to ask about this curricular
area. . " o

The evaluation of affective education 'suffers from the same
difficulties as do other educational efforts—but even more intensively.
To make these issues clear, the major constraints on def initive evalua-
tion are listed.

1. The nature of the teacher produces many subtle influences that con- -

found clear results. It is very difficult to conduct research on a scale
that includes the many variants of this powerfu] influence.

2. Classroom groups have their individual affective dispositions
which, if not assessed for their idiosyncratic nature, can cloud any
findings. Transferability of programs is made difficult because
there is never a second teacher or group like the ones used for the
study, - ' :

3. Within group differénces of the children make for individual varia-
tions in the impact of programs, Something that has a profound in-
fluence on one pupil may leave another cold. Readiness for growth
is an individual matter here as elsewhere in learning, This is par-
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. ticularly true of special children. Group changespgften cover ups
and downs of individual class members, Condit % of "no group
" change” could cover such individual gains and losses,

4. Aftective changes seldomi take place in simple linear fashion,
where a specific program input results in a given chamg(.s, There are
so many other influences bearing on the feelings and behavior at-
titudes of youngsters, The "unexperimental” variables far outweigh
those we tabulate. For example, one may feel better about oneself
because of finding a friend in the neighborhood, which was not the
substance of the affective education program, If the. pupil values
learning to read. academic improvement may do more for self
esteem than the proposed affective program. Because of the'con-
glomerate nafure of human performance, we must be cautious

5. about implying a certain Impact from a given program,
5. Knowing and doing are not always synonymous, This is illustrated
. by the Kohlberg moral development programs, When one learns
what one should do, this does not always mean one does it. We are
better in mf:usul‘ing cognitive elements than in assessing affective
behavior, Putting problem solving skills to work on a test may not t
mean that the pupilawvill be put to work when there is a social dis-
pute. :

6. Some changes we hope for may be so complex and difficult to ac-
quire that anything short of an intensive and extensive change
effort will fail. For example, with emotionally disturbed children,
individual therapy may be needed and environmental“conditions

v may need to be altered. This is not tg say that affective education
' programs do not somefimes produce a miracle, however do not ex-
pect miracleg to be the typical consequence.

7. Another prhiblem is research on terms that are so pourly defined
that they gdverlap, and with instruments that are so different that A
even the ame ttrm may be assessed by different devices. Wagman
(1977) found over 34 concepts and well over 100 instruments used
in the affective education literature. These included such terms as
self concept, locus of control, attitude foyward learning, acceptance
-of others, risk taking, awareness of fechag 4est, and flexibility!
And these were only on 13 programs! It is his opinion, after sum-
marizing the studies in the field, that we have a long way to go
before definitive efficacy evidence is rthcoming. This is due to
poor research designs (lack of control groups, for example), con.
ceptual confusion, the small size of groups in many studies, and the
considerable measurement difficulties.

One generalization is.evident: appraisals of particular programs by
their proponents seldom fail to show positive results, This- is not
because of dishonesty in the work. It is just that in such instances

. everything is going for. them, including unintended experimenter in. -
fluence. Many of these studies are done with limited clientele by grad-
uate students as doctoral theses,
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The first comprehensive affective vdication program was created
by the late Ralph Ojemann in 1955 as a primary mental health preven-
tion program. It has been revised over the years and has a curriculum

" fer all school ages. A great deal of emphasis was put on training
leachers, Basically, his approach is a ‘tognitive one, teaching pupils to
fapply cansal reasoning to social problems. Ojemano was particularly
ewncerned with evidence of the: impact. He had to devise tests to fit the
goals. The overall results indicated pupils did increase in cpugal think-
ing about human behavior (Qjemann, 1961). -

Currently, the Human Development Training Institute has
published Magic Circlé Research Investigations (Affective Measures,
1978, and Research Investigations, 1979.). There is substantiation in

. some: of their work for the program expectations, . _

The TAD program, which was discussed on page 97, is one of the

few based upon a combined theoretical and rescarch base, Actually,
the exercises were given extensive field trials and analysis. This work
is a comprehensive, affective education program still in the development
phase. We can look forward to significant evaluative research from the
author, Henry Dupont, of the University of Wisconsin at Eau Claire,
+ Hudgins (1979) reviewed this and other affective education programs,
He concluded that results of these programs are inconsistent when one
looks for gains in self concept or social adjustment, Again this indicates
the need to look at what works for particular pupils since some do gain,
some: have no changé; and some drop, Hudgins indicated that work with
younger children by facilitators who are trained in affective education
techniques and group processes are, probably important in producing
gains, ' , .

Ravlin (1979) reviewed all aspeets of research o affective education

- Programs. He examined research designs, the quality of the informa-

tion reported, and specific results, The evidence on three programs are

- studied intensively: TET, Human Development Program, and the Min.-

nesota Elementary School Guidance Program. The best one can say is
that the positive findings are minimal and are brought in by flawed
studies—most of them doctoral dissertations. However, before casting
aspersions, we should remember this same condition is true of cogni-
tive programs where much more effort has been expended,
Rosenberg (1978) started out by observing that affective education
should not be used to coerce pupils to conformity when it is the ¢n.
vironment that needs to be changed. |t is doubtful that superficial
programs not related to jobs and the future will change adolesgent self
esteem,, Further, he pointed out that changes in the group oftgn stop
right there, and never transfer to a broader context, This could be true
even when the program has been"tested out"” by traditional scales,
Often the most gratified person is the leader who has a high invest-
ment in a given process, , e
.Programs that have a targeted goal, such as self control in a given set-
ting, have-a better prognosis than those that anticipate total change in
sclf esteem. But even here, the matter is complex. What does the term
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mean? How does one know if progress has been made in self manage-

ment? Is it a trait or a spocific behavior? There is a°detailed description
and examination of the Fagan-Long program for foste rring self controk
in Behavioral Disorders for February, 1979 (Vol. 4, No. 2). This is but
one of the many terms that are enunciated in goals, and a similar ex-
amination could be made of any one. There is a vast literature on self
concept-self esteem where even the terms may take many pages to ex-
amine (Wylie, 1974.:1979).

Cartledge and Milburn (1978) have made a compr(-hmnswe examination
of the various facets of affective education efforts that enable the pupil to
relate more effectively to teachers and peers, In general, they found that
there is evidence of positive results and that there is a linkage between
social skilis and a(.ad(*'mn success. Particularly important are social rein-
forcement in hvhdvmn modification and modeling to insure desired social
behavior change. While they found that thé problem of transfer is signifi-
cant, the review found substantiation for the possibility of teaching
social skills. p

In a critical review of social development programs, the Elavdos {1976)
found that there are no clear rationales given in the programs, they are not
spedific in their fogus, and do not provide adequate implementation
strategies. Basically,/they argued that these programs must be rel~ted to

. developmental realities of the children to be elped, otherwise the expec-
tation can be expected to be minimal. Renders, Devol, and Tuujillo
(1978) have collected a series of abstracts and .summaries on evalua-
tive qludlcs The materials cover various ages and strategics; some of
which are not. specifically affective “in nature. Global as well as
targeted goals are involved, With one cxcephon the revicws report

© positive nglls ) .

As an example, we can examine the work of one’ researcher who-has
devoted her time to one sp(}(:lflc concept: Norma Feshback (1978). She
has taken a critical area of affective performance, empathy, and .
worked directly in schools to study how it might be enhanced. Empa-
thy is one of those very diffuse concepts in the affective area, She
defined it as "a shared emotional response which the child ex-
periences on perceiving @nother person’s emotional reaction; having
both cognitive and affective components. She sees this as a special
regilator of aggrvssm. b(‘thl()l’ and thus sces the melhods of control

:yssion, and tho hkc Rol(- playmg emphaslz@d the use of im.-
agination. The matter of measurement was so complex they found it
~ hecessary to develop a new series of techniques including observation,
film material. and other measurement tools. The results of the pilat
study showed improvements, differential to submethods employed,
and she is now extending the work, and plans a 6 month. followup.
What we learn from her work is the great care needed in appraising
results, the care with which evaluative designs must be set, afid the in-
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tricacies of measurement. Her a’mscrvutivu but not pessimistic ap-
praisal is a model for teachers and an antidote for the global, super-
ficial work characteristic of evaluation in affective education.-
Lockwood (1978) has reviewed the evaluation studies dealing with
values clarification and Kohlberg moral development programs, While
there: are extensive claims of various direct and indiredt changes in
such programs, he found positive effects only for classraom behavior
through values clarification, Moral development efforts appear to in-
crease moral reasoning though to vuryin‘g degrees among subjects. It
should be noted, this is not moral be havior: The many inadequacies of
the researches and pogsible improvements are discussed with great
clarity for those inferested in evaluation of these two areas,
+ While evaluation is certainly essential in affective education, the
classroom teacher is seldom in a position to conduct such studies.
However, teachers can often collaborate with school research bureaus
ol university enterprises. The many complexities of valid work in this
domain are beyond not only the typical teacher to appreciate but the
majority of researchers as well, The minimum every teacher is oblig-
ated to do i§ to examine data available on programs, Beyond this, they
can ask their pupils what they found helpful and what they did not in
affective education procedures. Of wurse, this evaluation should be
dong with any curricula. K .
Teachers will also be in a position to see first hand, pragmatically,
the consequence of efforts, While it is true we are all biased in many
directions, this is not the total story. Teachers live with children and if
they see improvements these are not to be ignored. Parents also have

- real reflections. At any rate, the-payoff is in the life space and those

who pdrticipate in the living areas have a valuable contribution to
make to assessment. It must be remembered few of the studies were
specifically on special children. Beyond this, a teacher should be par-
ticularly perceplive about claims made, Try to see the reports on
which claims are made. Get advice, Don't be conned into claims that
are really promotional incentives to purchase expensive materials.

Being aware of the various hazards in affective rescarch enumer-
ated at the start of this section, a teacher can be an intelligent appraiser
of studies and combine this with the fact that ‘each pupil is a unique
being. There is considerable encouragement to be gained from know-
ing {if there is no evidence of negative impact) that the processes
employed have helped one or another pupil toward a more adequate
self, a higher level of social competency, and a richer and more posi-
tive affective life. With our special children, so much is needed that we
are obligated to get on with the work. Affective education is the
birthright of these youngsters. When in doubt abott an affective
education procedure or program, consult with yoyr associates and
other available professionals. Never embark on a program about
which you have personal doubts regardless of the research. There are
a vast array of things to do to make spocial children's lives better in the
three dimensions that can start tomorrow.

105 115 o




_ Anderson, |, & Miner, P, Focuys on sel[-developmeqt.“ stage one: At'varenqu.

" Appell, L. Enhancing learning and enriching lives: Arts in the education of .han-

- _Asher. S, Oden, S.. & Goftman, J. Children's friendships in school settings, In Katz,

Ball, 8. The human development ptogram: Innerchange. La Mesa CA: Human

- Affective measures. La‘Mesa CA: Human Development Training Institute, 1978.
. Alongo, L., Muor, P., & Raynor, S. Childview with visual handicaps. Washington

"Anderson, F. Art for all children: A creative sourcebook for the impaired chilq,

- Bibliography

DC: Department of Health, Education and Welfare, 1978. (Pub. No. (OHDS)
78-31112) S ' '

Springfield IL: Charles C Thomas, 1978
Chicugo: Science Rescarch Associates, 1971. .

dicapped children. TEACHING Exceptional Children, 1979, 11(2), 74-76.

Arnold, LE. (Ed.). Helping parents help their children, New York: Brunner/Mazel,
1978. ’

Arnott, B, & Gushin, |. Film making as a therapeutic tool, American Journal of Art ., |
Therapy, 1976, 16(1), 29-33. : ,

Asher, S. Children's peer relations. In Lamb, M. (Ed.) Social and personality
development, New York: Holt, Rinehart, and Winston, 1978, -

L. G. (Ed.).. Current topics in early childhood education Vol. 1. Hillsdale NJ:
Lawrente Erlbaum Associates, 1977,

Bachrach, A, Mosley, S., Swindle, A.. & Wood, M. Developmental therapy for
young children with autistic characteristics. Baltimore MD: University Park
Press, 1978, e

Development Training Institute, 1977.
Bandura, A. Social learning theory. Englewood Cliffs NJ: Prentice-Hall, 1977.
Baran, S. T.V. and social learning. Mental Retardation, 1973, 11(3), 36-38.
Bardill, D. Group theory techniques with preadolescent boys in a residential treat-
~ ment center. Child Welfare, 1973, 52(8), 533-541. :

115 100 - T




/2

Bessell, H, & Palomares, V. Muagic Circle/Human Developmentu Program.-San-
Diego CA: Human Development Training Institute, 1970.

Bessell, H., & Palomares, V. Methods in human development theory ménual and
curriculum activity guide. San Diego: Human Development Training Institute,
1870. ’ :

Big Box: Body ond self-awareness. Niles |L: Developmental  Learning
Materials, n.d., (7440 Natchez Avenue, Ni'es, 11) o

Blum, ;.}. Feeling goud about yourself: A human sexuolity and socialization cus-

. riculum. Mill Valley CA: Author. 1975, ) ' o

Blumenfeld, P.. Hamilton, V.. Wessels, K., & Falkner, P. “You-Can,” “You Should,”
and “You Better.” Teochers' Attributions Regarding Achievement and Social
Behaviors. Paper presented at American Psy:hological Association, San Fran-
cisco, 1977. ' ‘ S ’

Body talk. San Diego CA: Pennant Educational Materials, n.d.

Borke, H. Interpersonal perception of young children: Egocentrism or "mpathy?
Developmental Psycholugy, 1971. 5(2). 263-269. )

Bradke, L. Kirkpatrick, W., & Rosenblatt. K. Intensive play: A technique for build-
ing affective behavior in profoundly mentally impaired and young children.
Education and Training of the Mentally Retarded, 1972, 7, 8-13.

Brightman, A. Like me. Boston: Little, Brown, 1976.

Broderick, €. Socio sexual development in a suburban community. Journal of Sex
Research, 1966, 2(1), 1-24. . e ¥

Brown, G.1. The training of teachers for affective roles. In Teacher education. Na-

. tional Society for the Study of Education 1974 yearbook, Part H. Chicago:
University of Chicago Press, 1975. . ‘

Brown, $ & Moersch, M. (Eds.). Parents on the team. Ann Arbor: University of
Michigan Press, 1978 ,

Bryan. |. & Bryan, T. Exceptional children, Sherman Oaks CA: Alfred.Publishing
Co., 1979.

Bryan. T. Children's comprehension of nonverbal communication, fournal of -
Learning Disabilities, 1977, 10, 501-506. ’ ,

Bryan, T. Peer popularity of learning disabled children. Journal of Learning Dis-
abilities, 1974, 7, 304-309. . .
Bryan, I Peer popularity of learning disabled children: A replication. Journal of
Learning Disabilities, 1976, 9, 307-311. ‘ .
Bullmer, K. The art of empathy: A manual for improving accyracy of interper-

sonal perception. New York: Human Sciences Press. 1975.. o

Buscaglia. L. The disabled and their parents: A counseljng challenge. Thovofare
NJ: Charles B. Slack, 1975. ’ .

Byers, E. Wilderness camping as therapy for emotionally disturbed childeen: A cri-
tical review. Exceptional Children’ 1979, 45(8). 628-637.

Byer. R etal. Teach us what we want to know. New York: Mental Health Materials

. Center, 1969. ,
Cady. |.L. Pretena you are an author. TEACHING Excepti(‘mal Children, 1975 8(1),'

26'31. . a
. -
Caldwell, B, Agression and hostility in young children. Young Children, 1977,
32(2). 413, .

Camp. B. Think aloud: A program for devcloping self control in young agressive
boys. Journal of Abnormal Psychology, 1977, 52).157-168. '

Campagna, A.. & Harter, $. Moral judgement in sociopathic and nermal children,
Journal of Personality and Social Psychology, 1975, 31(2). 199-205.

107 11)‘*4 . | ' N

v
i




- . -
o

/

ters. Wington-Salem NC: Kaplan School Supply Corp.. 1974
Carkhuft, RR., Berenson, D.H., & Picrae, RM. The skills of teaching: Interpersonal
skills. Amherst MA: Human Resource Development Pross, 1970,
Carlson, G, & Ruys-Nelson, 1. The discovery of human potentials. Madison WI:
‘ Bureau of Commnunity Health Services, Division of Health, Section of Child
\ Behavior andDevelopment, 1971, (Box 309, Madison WI) )

review. Review of Educationar Research, 1978, 48(1) 133-156.
Castillo, GA. Left-handed teaching: Lessons in affective education. New York:
Pracger Publishers, 1974. '

Casto, G, Biaggio, M.. Hoaglund. V., & Muller, D. Affective behavior in preschool

-

A

Diviston (Project No. 443MH 500 12).
Chan, K.. & Keogh, B. Interpretation of task interruption and feclings of respon-
sibility for failure. Journal of Special Education, 1974, 2). 175-178.

report prepared for the Bureau of Education for the Handicapped. Research

socials perspective taking skills, Developmental Psychology, 1973, 9, 326-332.
Chandler, M., Greenspan, S.. & Barenboim, C. Assessment and training of rolc tak-
- ing and referential communication skills in institutionalized emotionally dis-

turbed children, Developmental Psychology, 1974. 10, 546-553.

education. Santa Mynica CA: Goudyear Puhlishing, 1975,

Cheever, . The stories-of John Cheever. New York: Knopf. 1978.

A Child's World. Moods and emotions. Elgin IL: Author, n.d. (P.O. Box 681, Elgin
1. 60120). ‘ ‘ . -

Chinn, P., Winn, |, & Walters, R, Two way lalking with parents of special children:
A process of pusitive communication. St. Louis MO: Mosby, 1978.

Cicchetti, D, & Stroufe, L. The rclhtinnship between affective and cognitive
development in Down's syndrome infants, Child Development, 1976, 47(4).
920-929. . N

. Csapo, M. Peer models revarse the “one bad apple spoils the barrel” theory.
TEACHING Exgeptional Children, 1972, 5, 20-24. L&

Creamer, |J. & Gilmore, |. Design for competence based education in special
education, Syracuse NY: Syracuse University; Division of Special Education,
1974, . :

Daddario. E.C. Science, the future and the gifted child. Gifted Child Quarterly,
1977, 21(1). 32-36. C , '

Dale. M. Do you get it? Helping students understand humor, TEACHING Excep-
tional- Children, 1979, 11(3). 105. '

Dealing. with causes of behavior. Cleveland OH: Educational Research Council,
1972

adolescents: TEACHING Exceptional Children, 1979, 11(2). 66-70.

Diamond. M. Sexuality ind the handicopped. Rehabilitation Literature, 1974, 35(2).
34-40.

Dinkineyer, D. Developing understanding of self and othérs, Circle Pines MN:
American Guidane.e Service, D-1, 1970; D-2, 1973.

Duncan, K. Project Taking Off. The Illinois Teacher of Home Economits, Jan./Feb.
w75 - - '

Aty

children. Utab State University Affiliated Exceptional Child Center, 1976. Final.

Chandler, M. Egocentrism and antisocial behavior ‘The asseSsment and training of -

Chase, L, The other side of the report card: A how-to-do-it program for hﬂective"

Dehouske., EJ. Original writing: A therapeutic tool in working with disturbed

Cansler, 1D.; & Martin, . Working with famijies: A manual for developmental cen- '

Cartledge, G, & Milbura. |. The case for teaching social skills in the classroem: A

Qe




R »

Dupont. H. Affective developrnent: A Piagetian model. Paper presented' at the
*". UAP.USC Eighth Annual Isterdisciplinary International Conference, Piagetian
* Theory and the Helping Professions.” Los Angeles, February, 1978,
Dupont, H. Affeclive devulupm'(:nt: Stage and sequence (a Plagetian interpretation),
In Mosher, R L. Adolescent development in education. Berkeley CA: Mc-

Cutchan. in press. | '

Dupont, H. Meeting the emotional social needs of students in @ mainstreamed en-
vironment. Counseling ¢nd Human Development, 1978. 10(9).

Dupont, H. Toward :iffective developinent. Conference in Preparing Teachers to
Foster Personal Growth in Emotionally Disturbed Students. Minneapolis:
University of Minnesota, Department of Psychoeducational Studics, 1977.\ -

Dupont. H.. Gardner. G.S., & Brody. D. Toward uffective development, Circle
Pines MN/ American Guidanee Service, 1974, ' .

Dveikurs. R, & Grey. L. A new upproach to discipline: Logical consequences, New
Yurk; Hawthorn Books. 1968. . oo

Dweck. C.S.. Davidson, W.. Nelson. S & Enna, B, (1) Sex differences in learned

' helplessness. (11) The contingencies of evaluation feedback in the classroom.
and (111) An experimental analysis. Developmental Psychology, 1978.
Early Childhood Series. Los Angeli's: Bowmar Publishers. n.d. -
.. Blardo, P., & Caldwell, B. The effects of an experimental social development
program on children in the middle childhood period. Psychology in the Schools, -
1979. 16(1). 93-100 *

Elardo, P., & Cooper. M. Aware: Activities for social development. Menlo Park CA:
Addison-Wesley. 1977 '

Elavdo, P.T.. & Elavdo, R A critical analysis of social development programs in ele-
mentary edycation. Journal of School Psychology, 1976, 14(2). 118-130. .

Elser. R. The social position of beurilﬁl:'andicuppml children in the regular grades, -

3
~<- .
.

Exceptional Children, 1959, 25, 30\.309. '

Enright. R Social cognitive develogment: A training model for intermediate
_school children. St. Paul: Minnesbta Department of Education, Pupil Personnel
Division, 1977. . ' .

Enright. R.. & Sutterfield. . Treating theé regular class child in the mainstreaming
process: ‘Increasing social cognitive development,, Psychology in the Schools,
1979. 16(1), 110-118., ' o

Enzer, NB. (Ed.). with Gein. K.W. Social u'a emotional development: The
preschooler. A First Chance Series Publication for Frank Porter Graham Child
Development Cénter, the University of North Carolina, Chapel Hill. New York; »
Walker and Co..1978. ) L

Erikson, E. Childhood and society. Now York: W.W. Norton, 1963. .

A faculty selfgtudy of ‘the elementary school. Harrisburg; Pennsylvania State

* . Department of Education. Bureau.of Planning and Evaluation. 1974, ’

Fagan, S.. & Long. N. A psychoeducational curriculum approach to teaching self con.

. - trol. Journal of the Council for Children with Behavior Disorders, 1979, 42),
- 68-82.

Fagen. S. Long, N.. & Stevens, D. Tecching children self control. Columbus OH:

Charles Merrill, 1975. '
. Family feelings. New York: Learning Corporation of America, n.d. (711 Fifth Ave.,
New York NY 10082) . .
Famsler, |. Helping children cope: Mastering stress through books and stories, New
- York: Free Press. 1978, : o
Feeling. Niles IL: Argus Communications, n.d. (7440 Natszhcz. Niles IL 60648)
Feeling free. New York: Scholastic, 1978, (50 West 44th Si., New York-NY 10036)

108 :ltn

-\\/ ’,‘.“




L3

~ Feelings/A series. Los Angeles CA: ‘Churchill Films. n.d. (622 N. Robertson Blvd.,
Los Angeles CA 90069) , ’
Feinstein, S.C. Giovacchini, P.L., & Millen AA. (Eds.). Adolescent psychimr)_/.
New York: Basic Books, 1971. . )
Feshback, N. Empathy training: A fivid study in affective education. AERA
March 1978, Toronto. Canadal Mimeographed University of California, Los-
Angeles, : g : ' 1
. Fischer, EL, Krajicek, M., & Borthick, W. Sexual devélopment for thé developmen-
. tally disabled. Baltimore MD: University Park Press, 1974, )
The: five sense store. St Louis MO: Asthetic Education Program, 1974. (10646 $t.
Charles Rock Rd.)® . .
- Focus on self development. Chicago: Science Rescarch Associates, 1974 - o
Freedman, DA The blind. In N.B. Enzer (Ed.)." Sdcial and emotional deVeI‘op-u :
ment: The preschooler. New York: Walker and Co.. 1978. )
Fréestyle. Bloomington IN: Agency for Instructional Television, 1978. (Box A,

°

. Bloomington IN 47401) ' .
Free to be you and me. New York: MeGraw Hill, n.d. (330 W. 42nd Street, New
York NY 10036) ~ : : )
Funnybones. Madison W Educational Manpower, n.d. (Box 4272 E, Madison WI
53711) . )
. Gallagher, 1. Teaching the gifted child. Boston: Allyn & Bacon, 1975. |
Garner, HL Mental health benefits of small Rroup experiences in the affective do-
main. The Journal of School Health, 1974, 546), 314-318.
v Guylin, W. Feelings: Our vital signs” New York: Harper & Row, 1979.
Gazda, GM. Human relations development: A manual for educators. Boston:
. Allyn & Bacon, Inc.. 1973 . ot '
. Geddes, D. Physical activities for individyals with handicapping conditions. St.
. Louis MO: Mosby. 1978, ) :
Gensley, ). ‘The gifted child and the affective domaih, Gifted Child Quarterly, 1973,
1702). 113-115. . ;

Gillespie, P, & Fink: A. The influence of sexism on the education of handicapped
children, Exceptional Children, 1974, 40(3), 155-162. K

Glasser. W. Reality therapy. New York: Harper and Row, 1965.

Glasser. W. Schools without failure. New York: Harper and Row, 1968.

Goldsiein, H. Social learning curriculum: Level |. Columhus OH: Charles Merrill,

L2 N
Goldstein, H. Social ledrning curriculum: Level 1. Columbus OH: Charles Merril,
1978. /

. Goodman, H., Gottlieb, |., & Harrison, R Social acceptance of EMRs integrated into
a nongraded clementary school American Journal of Mental Deﬁcienc* 1972,
76, 412-417. . {
Gordon, S, Living fully: A giide for young people with a handicap, their parents,
their teachers, and professionals, New York: John Day, 1975. :

-+

Gordon, 8. Missing in special education; Sex. Journal of Special Education, 1971,
5(4), 151-354.
Gordon, T. TET: Teacher Effectiveness Training. New York: David McKay, 1974,
Gottlieb, ., & Budoff, M. Social acceptability of retarded children in nongraded
. s(:h’ools differing in architecture. American Journal of Mental Deficiency, 1973,
78, 15-19. . .
Gotfich, |.. & Davis, |. Social aceeptance of EMRs during overt behavior interaction, = ,
American Journal of Mental Deficiency, 1973, 78, 141-143.
\

" 110 '




( AL . .

- . -

Gottlieb, |.. Gampel, D.. &, Budoff, M. (Ilussru{)m behavior @f rétarded children
bef8re and after reintegration into regular classes. Studies in Learning Poten-
tial, 1973, ¥49). i t
‘Gove, W., & Herb, T, Stress and 'mqmn! iHness among the sexes. Sexual Forces,
1974, 5 2), 2h6-265. c o ,
Grant, W.'A project to determine the feasibility of HSCS's ME NOW for hearing im- ~
paired .B-uulunts. American Annals of the Deaf, 1975, 120(1). 63-69.
‘Graziang. A. Behavior therapy with children, 1. Chicago IL: Adline, 1976.
* GréeruM & Rubenstein, B. Will the real teacher please stand up? Sinta Monica
CA: Goodycar Publishing CCompany, 1978. i, - )
Guralnick, M, The value of integrating handicapped preséhool children, American
Journal of Orthopsychiatry, 1976. 46(2). 236-245. . !
Haaken, ). & Davis, F. Group _thurgpy with latency age psychotic children. Ghild
© Welfare, 1975, 5410). 703711, - ¢ t :
"Helping hands. San Diego CA: Pennant Educational Materials, nd.
Harth, R. & Morrjs, S, Group processes for behavioral chatge. TEACHING Excep-
tional Children, 1976, 4). 136-139. ' .
Hartup, W. ‘Peer interaction and social ‘organization. In P.H. Mussen (Ed.)', Car-
) michueigs-manual ¢f child psychology (Vol 2, 3rd cd). New York: John Wiley,
” " 1970. o
+ Havighurst, R Developmental tasks arid education, New York: David McKay,
© 1974, " ) . ' -
Hayden, A. Children with learning disabilities. Washington DC: Department of
Health, Education, and Welfarg, 1978, (DHEW Pub. No. 78-31117) -
Healy. A & McAreavey, Pr Children wigh health impairments. Washington DC*
Department of Health, Education.and Wetfare, 1978, (DHEW Pub, no. (OHDS),
L 78-31111) R
Heber, R, & Garber, H. Steptest. Chicago: Follett Publishing Co.. n.d.
* Heber, R, & Nardine, E. ‘Discover.. Self und society. €higago: Follett Publishing -
* Company.nd. @ _ ‘ v
- Hersh: R H., Poalitto, D.P., & Reither, |, Promoting moral growth. New York; Long-
. man’ 1979, oo . : -
' Heward, W.. Pardig, j.. & Ressett, A- Working with parents of handicapped
children, Columbus OH: Charles E. Merrill. 1979, :
Hill. R.A. Ethical/moral action instructional program. Philadclphia: Research for
* 7 Better Schools Publications, Inc., 1975.. o L
" Hogan, R, & Gurvgy. C. Study of gifted youth: Fourth annual report to the Spencer
Foundation. Baltimore; johris Hopkins -University, Departinent of Psychalogy,
1976, : -~ '
Honig, A. Parent involvement in early childhood education. Washington DC: Na. .
tional Association for Education of Young Children; 1975,
Howells, |.G (Ed.). Modemn perspectives in adoléscent psychiatry. New York:

Brunner/Mazel, 1971, . : .
Hudgins, E W, Examining the effectivencss of affective education, Psychology in
the Schools, 1979, 16(4), 581-585. i

- Hunter, C. An interpersonal relations and group process approach to ufﬁ}ctivc_
~ education for young children, Journal of School Psychology, 1977, 152),
141-151. * )
I CAN. Northbrook L Hubbard. n.d. (Box 104, Nofthbrook IL 60062)
Identify Iand. Identity 11, Milwaukee WI: Advance Learning Concepts, Inc., n.d.
(211 W. Wisconsin Ave.,, Milwaukee WI 53203)

'

21 ~
St L

. .

. "?-‘\ .




)

, Katnes. M.B.. & Lee, R.C. Early childhoad. Reston VA: The Council for Exce ptional

I d . L

Inside/Outside."Bloomington [N: Agency for Instructional Television, 1973, (Box A,

" “Bloomington IN 47401) . B o

‘Isaacs. A. Discipline; Perspective prescription for giftédness. Gifted Child Quar-
terly, 1973. 17(1), 10-35. o /

- jackson, P. Life in classrooms, New York: Holt. Rinehart arid Winston, 1968.
Jores, R M. Fantasy and feeling in education. New York: Harper and Row, 1968.
Journal for the Council va Children with Behavioral Digorders, 1979, 4(2). entjre

volume. .. ’ .
Justman, ]. Personal ind social adjustment of intellectually gifted accelerants and

non-accelerantsgin junior high schools, The School Heview, 1953, 61, 468-478.
juul. K. Eurdpean approaches and innovations in serving the handicapped. Excep-

tionul Childrén, 1978. 44(5). 322330, LT - _
Kagan, . Conversing with Kagan. Saturday ‘Review of Education, 1973, 1(3).41441'

Children, 1998, , N -
. Katz, G, & Bushnell, D. Meeting special needs threugh environmental education.
" TEACHING Exceptional Children, 1979, 11(3). 110-113.
Kauffman, ¥M. Characteristics of children’s behavior disorders. Columbus OH:
. Charles Merrill, 1977, . o " -
“Kempton, W. A teacher’s guide to sex education for persons with learning dis-
abilities. Notth Scituate, MA: Duxbury Press, 1975, . :
Keogh, B.. Tchir, C. & Winfiegcrlh-ﬁghn. A. Teachers' perceptions ofeducationa[}-y
- High risk children. Journal of Learning Disabilities, 1974, 7, 367-374.
Ker <ton. K. All our children. New York: Harcourt Brace Jovanovich, 1977, .
Kierans.»S., & Conhor, F. Children with orthopedic handicaps. Washington DC;
" Department of Health, Eftucation and Welfare. 1978. (DHEW Pub. no. (OHDS)
78-31114) b . : :
Kindle. Englewood CHiffs.NJ: Scholastic Magazines, n.d. ,
Kitano, M., 8teibl. J. & Cole, |. Role taking: Implications for“sf)n'cial education, Jour-
nal of Speciul Education, 1978. 12(1). 59-74. :
Klein, P, & Cantor. L. Gifted children and their self concept. Creative -Cpild and
. Adalt Quarterly, 1976, 1. 98-101. . R .
Kohlberg, L. Stage and sequence: The cognitive developmental approach to
sucialization. In D. A. Goslin (Ed.). Hundbook of socializdtion theory and
research. Chicago: Rand McNally. 1969, = o
Kohlberg, L. The child as o moral philosopher. Psychology Today, 1968, 2(4), 24-31.
Kohlberg. L. Moral education in the schoul. School ‘Review, 1966, 74, 1-30. .
Kohlherg L. & Gilligan. £.. 'The adolescent as a philosopher. The discovery of the
sell in & posteonventiongl world. In |, Kagan. & R. Coles, (Eds.), 12 to 16: Early
udolescence. New York: W.W:Norton, 144-179. ' ’
Kohlberg. L., Sfiman, R. Byrne. D.. & Low."A. First things: Social development. *
Pleasantville NY: Guidance Associates, 1975, o
Kohlberg. L., & Selman. R. First things: Values. Pleasantville NY: Guidance Associ-|
ates, 1976. ' . : ' ‘\
Kohlberg. L. & Turiel. E. Moral development and’ moral education. In G, Lesser .
(Ed.). Psychdlogy and education practice. Chicago IL: Scott Foresman, 1971, !
-Krathwohl, D.R., Bloom_ B.S.. & Masia, B.B. Tuxonomy of educational objectives, :
Handbook Il: Affective domain. New York: David McKay, 1964, s
Krone! A. Art instruction for nandicupped'chilldren. Denver CO: Love Publishing,
‘. . . '
LaPorta, B...M(:(‘.un. D.. Simmons-Murtin, A., & Vorce, E. Children with hearing im-




¢

pairment. Washington DC. Bepartment of Health, Education and Welfare, 1978.
(DHEW Pub No (OHDS) 78-31116)

Lasher. M. Mattick. 1., & Perkins, F. Children with emotional disturbance.
Washington DC: Department of Health, Education and Welfare, 1978, (DHEW

Pub. Nu (OHDS) 78-31115) . :

Liebergott, | & Favors. A. Children with speech and language impuirments.
Washington DC: Department of Health, Education and Welfare, 1978 (DHEW
Pub. No. (OHDS) 78-31113) -

Limbacher. W. Dimensions of personality. Cincinnati OH. Pflauny/Standard. 1970.
(8121 Hamilton. Cincinnati OH 45235)

Lipke. AL & Vader, ¢ Personal growth and human relations: A curriculum guide
for persons with developmental disubilities. Grand Rapids MI: Grand Kapids
Public Schools, 1974, '

lockwood, AL The effects of values clarification and moral development cur-
ricula on school-age subjects: A critical review of recent research. Review of
Educationul Research, 1978 48(3). 325-364.

Loevinger, | Ego development. San Francisco: Jossey-Bass. 1976.

Long N |. Mopse, W.C.. & Newman R, Conflictin the classroom (4th ed.). Belmont
CA. Wadsworth Publishing Co . 128.),

Lynch D). & Arndt: C. Developmental changes in response to frustration among
physically handicapped children. School Psychology Digest, 1976, ¥2), 25-29.

Lynch. E. & Stmms. B, Children with mental retardation. Washington DC: Depart.
ment of Health, Education and Welfare. 1078. (DHEW Pub. No. (DOHDS)
78-141110) .

Macdonald, C. Sex education for emotionally disturbed and learning disabled
children. SPECUS Report, 1979, N4). 2. 6.

MacMillan, D. Mental retardation in school und society. Boston: Little, Brown,
i477. ’

Malmquist, C.P. Handbook of adolescence. New York: Jason Aronson Inc., 1978.

Markel G, & Greenbaum, | Parents are to be seen and heard: Assertiveness in
educational planning for handicapped children. San Luis Obispo CA: Impact,
1974

Maslow, A H. Motivation and personality. New York: Harper & Row. 1970.

Mayer C Understanding young children: Emotional and behavioral development
and disabilities. Urbana 1L Publications Office/IREC. Cullege of Education,
University of llinois, 1924 X

Mayerson, C L. Two blocks apart. New York: Harper and Row. 1965

McCaulry. R, Hhdek, R, & Feinburg F. Impacting social interactions in
classrooms. The classrocm management and relationship program. Proceed.
ings of.a Conference on Prepaning Teachers te Foster Personal Growth in Emo-
tionally Disturbed Students Minneapolis: University of Minnesota, 1977.

McPhail P Uagood Thomas, [R., & Chapman, H. Lifeline/learning to Care. Niles
I Argus Communications, 1975,

Meadow. K.i+ The development of deaf children. In E.M. Heatherington (Ed.)
Review of child development research (Vol. 5). Chicago: Jniversity of Chicago
Press. 1975

Medway, F. & Smith, RC. Jr An examination of contemporary elementary school
affective education programs. Psychology in Schools, 1978, 15(2).

Meers, H. Helping our children talk: A guide for teachers of young or handicapped
children. New York. Longman, 1976,

Me now. Northbrook It Hubbard, 1973, (Bux 104, Northbraok IL 6006:2)

3

hl

13
122

AW ]




Millei B Deaf learners as artists, (Doctoral dissertation, Pennsylvania State
University, 19761 Ann Arhor Umyersity Microbilims International. No. 77.9575.

Miller, G D Developmental vducation. Mimneapolis Minnesota Department of
Education, Fupill Personnel Service Sechon, 1474,

Miler, G D bBdy Developmental theory and its appheation i guidunce
progranes. Minncapoins Minnesota Deparlinent of Education, Papl Personnel
Services, 1977

Miller | P Humanmzing the classroom. New York Pracger Publishers, 1976,

Miller. O Bhind skung Cross countiy Journal of Physical Education and Recrea-
tion, 1976 45, 64

Mopsih. S & Apard. | Handbook tor parents of hundicapped children, Cambridge
MA AGT Bouks, 1478

Morgan. S K A maodel of the empathic process for teachers of emotionally dis.
turbed chuldven American journal of Orthopsychiatry, 1974, 49(3). 446453,

Maorse, W O Selt control TheFagen-long curricalum. Behavior Disorders, Fehru.
J(ry 147G enbire issue

Morse, W G The schools and mental health of childeen and adolescents, In LN,
Berlin (kEd ). Advocacy for child mental health, New York: Brunner/Mazel,
1975 ) '

Morse. W G The teacher and assessment of socivemotional deviance. In 1J.A,
Sabatmo. & °F Mier, (Fds ). Describing learner characteristics of handicapped
children und youth, New York: Grune and Stratton, 1474,

Morse W G & Raviin, M A Psychoeducation in the school setting. In 8. Harrison,
(Ed ). Basic habdbook of child psychiatry Vol. 3 Therapeutic Interventions.
New York Basie Beoks, 1974 .

Mosher R L& Sprinthall, N A Psychological cducation in secondary schools,
American Psycholugist 1970, 25(10). 911924,

Munger. K. A systems approach for implementing affective education programs in
schools. Unpuhbished paper, Behavioral Science Education Project, Washtenaw
County Commumty Mental Health Services, Ann Arbor, Michigan, 1979.

Naunan, D Pictare perfect Photography aids deaf childeen in developing com-
mumeation shkills TREACHING Exceptional Children, 1977, 9(2). 36-38.

Nealeo ] Egocentrism i mstitubionahized and nomnstitutionalized childrer Child
Development. 196t 37, 97-101

Oden S & Ashel, S Coaching children in socal skills for friendship making,
Child Developiment 1977, 48, 4495508,

Opemann ROAR mtegrated plan for education an haman relations and mental
health Journal of School Health, Aprd. 1850

Oemann R Iinvestigations on the effects of teaching an understanding and ap-
precistion of behavior dynames In G Caplan, (Ed.), Prevention of mental disor-
ders in children. New Yook, Basic Books, 1961

Ojemann, R & Campbell. S0 Learning to decide. Clevelund O Educational
Research Corporation. nd (Rockefeller Bulddmg, Cleveland OH 44113).

Osman. B Learming disabilities: A family affair. New York: Random House. 1978.

Parsons |- & Bryan | Adolescence: Gateway to androgeny. Unpublished paper.
Ann Arhor Umiversity of Michigan, Department of Psychology, 1979

Pasich, P & Hutt, L. A preschool progrum for gifted preschoolers and their
purents. Paper presented at the Summer Institute on Gifted Children, University
of Michigan, 1477

Pattula A Puberty in the girl who s retacded. Arhington X, National Association
of Retarded Chiddren, 1969

17




Payne | The gafted In N.G Harding (Ed)). Behavior of exceptivaal children: An
mtroduction to special education. Columbus Ot Charles E. Merrill, 1974.
People you'd like to know Chicago Encyetopetha Bittanica Educational Corp.,

1978 (429 N, Maichan Ave - Dept 10A. Chicago 1, 6061 1)

Persosal feelings about yourse!® T'roy MU Educotional Gorporation of America,
nd (uBd Livernes R - Uroy M 38084)

Phillips, M. Conthict educations The ludden curviculum, and the gifted child. Delta
Kuappan, 1976, 58 3). 238 240

Puget. | Six psychologieal g‘udms. New York Random House, 1967, _

Praget. | The general problem of the psyehological development of the chuld. in T
Tanner & B inhelder, Diseussions on child development. Vol. 4. New York: [n-
ternational Universities Press. 1960,

Piaget | The moral judgement of the child. Glencoe 1L Free Press, 1948,

Praget. | & Inhelder. B The psychology of the child. New York Basic Books. 1969,

Polsgrove Lo Self control An overview of coneepts and methods for child training.
Proceedimgs of o Conference u{:. Preparing Tedachers to Foster Personal Growth
in Emotionally Dwturbed Stadents Minneapolis: University of Minnesola, 1977,
2955 -

Polsgrove 1L Selt control. Methads for culd tramming. Journal of the Council for
Children wath Behavioral Disorders, 1979, 42). 116-130

Posters without words. Niles T Argus Commumcations, n.d. (7440 Natchez, Niles
I1. 60151 8)

Pringle. MK The needs of childeen New York: Schoken Buoks, 1975,

Project “"Me”™ Mudia for the Exceptional. Los Angeles; Bowmar Publishers, nad.

Purvis. | & Samet. S (Eds)) Music in developmental therapy. Baltimore: Univer-
sty Purk Press, 1976

Raths L. Harim. M. & Simon, 8. Values and teaching. Columbus OH: Charles E.
Merrdl 1966

Rivtin M Program evaluation in affective education. Unpublished paper. Ann
Arbor Umversity of Michigan, Social Work and Psychology Program., 1979. ’

Ravim. MM & Morse W G A resource guide to affective/belavioral science
education. Ann Arbor M1 'T'he Behavioral Science BEducation l’r(ﬁm:l,
Washtenaw County Commumity Mental Health Genter, 14977,

Rewchard G0 & Blackburn 1. Musie bused instruction for the exceptional child?
Deover Love. nd (6635 - Villanova Pluce, Denver GO 80222).

Rersman Foo& Beyer. L Group counseling in an elementary school setting. Child
Welfare, 14973, 52(3). 192-1497 '

Rewders, GFL Devol. MW | & Teapllo, DAL Affective education: Current regards.
Presented at AERAL Department of Education Foundation, University of Wyom.
ing. Larame, Wyoming Annual Meeting, Toronto, 1978,

Research nvestigations. La Mesa CAD Human Development Traming Institute,
1974

Richardsan. S A The effects of physical disainlity on the socialization of the child.
In DA Goshin (Fd). Handbook of socialization theary aad research, Chicago:
Rand McNally 1969

Richardson. S Goodman, N Hastorf, AL & Dornbush. S, Cultural conformity in
reaction e physical disabhties. American Sociological Review, 1861, 26,
241-247

Rose nberg HE How effective s affective education in our secondary schools? In
Jordan. | B (Fd ). Exceptional students in secondary schools, Reston VA: The
Council for Exceptional Children, 1974,

115 1 o~
& v 4 20




Rosenthul. S Risk, exercise. and the physically handicapped. Rehabilitation /
Literavure, 1875, 36(5). 144-149.

Rubin. L ). Fucts and feelings in the clussroom. New York: Viking Press, 1973.

Ruble. 1) & Boggiano A Optimizing motivation in an achievement context. In B.
Keogh (E-4). Advances i special education, Vol. [. Greenwich CT JAl Press,
1478.

Safford, P. Teaching young children with special needs. St. Louis M();, Mosby,
1978.

Salzbery. B & Smith. N Program for peer relationship development. Paper pre-

“sented at the Annual Meeting of the Rocky Mountain Psychological Association,
Sult Lake City, Utah, May 7-10. 1975 (ED 122 190 (6010521).

San Diego County Department of Education. Teaching interpersonal social skills:
A prototype manual of activities 1974:75. San Diego CA: Author, 1974,
(ED107067 88 K0 72817).

“Sarason. S.B. The culture of the schools and the problem of change. Boston: Allyn .
and Bacon, 1y71. '

Schlesinger. HF . & Meadow. K P The hearing impaired preschooler. In N.B.
Enzer (Ed.). Social und emotional development: The preschooler. New York:
Walker and Co.. 1978,

Schmuck, R AL & Schmuck. P A Group processes in the classroom. Dubuque 1A:
wWm. C. Brown. 175

Schmuck. R A, & Schmuck. P A humanistic psychology of education. Palo Alto
{CA: National Press books, 1974,

Schneider. M. Turtle .- Technique in the Classroom. TEACHING Exceptional ,
Children, 1974, 1) 22-24

Schone. Vo First things: Sociul studies. Pleasantville NY: Guidance Associates, 1975.

Science activities for the visually handicapped. Berkeley CA: Laurence Hall of
Science, Umiversity of California, 1978,

Self expression und conduct. New York: Harcour! Brace Jovanovich, n.d. (757
Third Ave.. New York NY 10017)

Selman. R the development of social cognitive understanding In T. Lickona (Ed.),
Morol development and behavior: Theory. research aund social issues. New
York: Holt, Ri ehart. & Winston, 1976,

Shea. T.M. Cumpisig for special .children. St. Louis MO: Muoshy. 1977.

Sheppard, W, Shank. S, & Wilson. D). Teaching sorial behavior to ydung children.
Champaign 1L Research Press. 1973 _

SIECUS Report(Vol 6. No. 2). New Yotk Sex Education and Information Council
of US. 1977 (84 Fifth Ave. New York, NY 10011)

Simon, S Lowe, L. & Kirshenbaum. H. Values clurification. New York: Hart, 1972,

Simon. S & O'Rourke. R Values clarification strategies for exceptional children.
Englewood Chiffs NJ: Prentice-Hall, 1977

simpson. E.L. Humunistic education: An interpretation. Cambridge MA;
Ballinger. 1976

singer. D.G.. & Jerome. L. Partners in play. New York: Harper & Row, 1477,

Siperstein. G . Bopp. M. & Bak. }. Social status of learning disabled children. Jour-
nal of Learning Disabilities, 1974, 11(2). 49-53.

Sisk. D Humanism as ut applies to gifted children. Talents and Gifts, 1978, 182).
25-30

Sloan. A. (Producer] Like you, like me. Chicago: Encyclopaedia Bejtannica Educa-
tional Corporation, 1977

Smilansky. S. The effects of sociodramatic pluy on disadvantaged preschool
children. New York. Wiley, 1968.

118




